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Research within English for Academic Purposes (EAP) often focuses on 
textual analyses of specific linguistic features in written discourse to help develop 
relevant pedagogic materials (Lillis & Scott, 2008). Because of the decontextualized 
nature of these investigations (Dressen-Hammouda, 2013), calls have emerged for in-
depth investigations that give greater attention to the social practices surrounding 
learners’ language use. 
Focusing on oral presentations as a common academic genre for knowledge 
dissemination, this study employs an ethnographically-oriented case study to examine 
how eight year-five undergraduates in a Pharmacy College in Saudi Arabia engage 
with seminar presentations. The study adopts a social view of literacy to explore its 
complexity in this context (Barton & Hamilton, 1998; Pahl & Rowsell, 2006; Street, 
1984). It also utilizes a social semiotic understanding of meaning-making to examine 
the presenters’ communicative choices (Kress, 2010; Kress, Jewitt, Ogborn, & 
Tsatsarelis, 2001; Leeuwen, 2005; Matusiak, 2013). Data for this investigation 
includes semi-structured interviews with participants, observations of seminar 
sessions, informal conversations with teaching and administrative staff and various 
students in the college, artefacts’ collection and research journal. 
Emergent themes highlight the complex practices involved in students’ 
development as professionals in pharmacy and the need to reconsider common EAP 
understandings of English-language proficiency. While exploring how participants 
address the demands of English-language use, the analysis highlights how these 
multilingual learners engage with the full repertoire of their semiotic resources to 
represent and communicate their knowledge. The study concludes by considering the 
implications for EAP practice. It points out to the effect that a social account of 
literacy may hold for teaching students in similar contexts. In addition, it calls for the 
need to provide a deeper understanding of language learners’ needs which shape their 
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Chapter 1 Introduction 
1.1 Background: Researching English for Academic Purposes 
With the increasing use of English as the main medium of academic instruction 
around the world, there is a growing reliance on specialized language teaching 
approaches, such as English for Specific Purposes (ESP) and English for Academic 
Purposes (EAP) which aim to assist learners in learning English for particular need-
driven purposes. In relation to EAP, in particular, investigating how English is used in 
academic contexts provides “direct insight into the ways scholars across the university 
work, the kinds of knowledge they value and indeed the ultimate purpose of their 
discipline” (Charles & Pecorari, 2016, p. 4).  
EAP is a needs-driven approach to language teaching that works to recognize 
and address language learners’ needs in different domains (Paltridge & Starfield, 2013). 
According to Hyland (2006, p. 73), learners’ ‘needs’ represents “an umbrella term that 
embraces many aspects, incorporating learners’ goals and backgrounds, their language 
proficiencies, their reasons for taking the course, their teaching and learning 
preferences, and the situation they will need to communicate in”. Understanding 
learners’ needs allows EAP teachers and policy makers to tailor the objectives and 
content of courses to the specific linguistic and disciplinary conventions that learners 
need to identify and work with (Mansur & Shrestha, 2015). Investigations of these 
needs, however, have been historically approached through textual-based analyses of 
common genres and authors’ personal experiences and intuitions which were not always 
built on sound theoretical grounds or clearly-framed research designs (Hyland, 2006). 
They tended to prioritize linguistic and discoursal features of texts to train learners to 
recognize, use and master these features. As a result, addressing learners’ needs was 
largely associated with provision of lists of objective and translatable linguistic features 
without much attention to the social contexts that underpin language use.   
This perception of needs has had considerable influence on many EAP areas of 
investigations, especially in genre studies which present one of the primary lenses 
through which textual conventions associated with discipline-specific knowledge have 
been examined within scholarly research. Focus within these studies has been mostly 
directed towards written genres because of the common belief that mastery of writing 
paves the way to academic success (Lillis & Scott, 2008). Furthermore, it reflects the 
classical significance attached to written discourse in academia in relation to knowledge 
dissemination and assessment. Spoken genres, such as oral presentations, seminars and 
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lectures, on the other hand, have not received equal attention despite their significance 
and common use (Swales, 2004).  
1.2 EAP in Saudi Arabia 
Since the establishment of the first university in Saudi Arabia in 1957 (Smith & 
Abouammoh, 2013), the use of the English language as the main medium of instruction 
in departments that relate to science and technology in Saudi Arabia has been 
consistently growing. Although many of the academic disciplines in Saudi universities 
do not rely on English, such as the departments of Arabic, media and religious studies, 
many departments use English as the main medium of knowledge dissemination and 
communication among teachers and students. Most Saudi universities have 
implemented comprehensive English language courses in their Preparatory-Year 
programmes which are offered to all secondary school graduates, admitted for 
university study. These programmes aim to develop the basic skills of writing, speaking, 
listening and reading through usually implementing general English language teaching 
agendas regardless of the specialized field that a student intends to join in the university. 
These programmes, however, are rarely based on empirical investigations of learners’ 
needs (Al-Nasser, 2015). They tend to be operated under the common assumptions 
described earlier which associate recognizing and addressing English language learners’ 
needs with identifying generic linguistic and discoursal features through reliance on 
textual-based analyses and intuitions of policy makers and applied linguists (Hyland, 
2006; Johns, 2013).  
Research on English language teaching and learning in formal education, 
especially in academic settings in Saudi Arabia generally aligns with a skill-based 
understanding of literacy. This understanding is dominated by researchers’ “attempts to 
‘fix’ problems with student learning, which are treated as a kind of pathology” by 
focusing on “surface features, grammar and spelling” (Lea & Street, 1998, p. 159). 
These attempts reflect the normative stance dominant within EAP research around the 
world which prioritize “at one or more levels of grammar, discourse or rhetorical 
structure or genre – and on (or with a view to ) exploring how students might be taught 
to become proficient or ‘expert’ and developing materials on that basis” (Lillis & Scott, 
2008, p. 13).  
Studies working to recognize the challenges and difficulties faced by English 
language learners are very common in language research in Saudi Arabia. urRahman 
and Alhaisoni (2013), for example, investigate the challenges that face English language 
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teaching in Saudi Arabia and offers some remedial suggestions to address these 
challenges. Al-Khairy (2013) examines common problems in university students’ 
writings. Alqahtani (2015) also examines the difficulties that Saudi language learners 
face while examining their willingness to learn English. Within these studies, attention 
is usually directed towards the writing skill more than other skills (e.g., Al-Khairy, 
2013; Barnawi, 2016; Fageeh, 2011; Nash, 2016). 
Focus within these studies on writing reflects a common tendency in this context 
to correlate development in learners’ writing skill with their progress in academic 
studies (Al-Nasser, 2015). Fewer studies direct their attention to other skills, such as 
speaking and reading. Mousawa and Elyas (2015) suggest a programme to teach 
presentation skills within an ESP programme. They examine the challenges that learners 
face in engaging with communication skills in general and oral presentation skills in 
specific to facilitate their success in language learning and build necessary skills for 
future professional employability. Al-Mohanna (2011) examines classroom interaction 
in English language teaching in public schools through classroom observation. His 
qualitative study seeks to examine aspects of classroom interaction which hinder the 
development of listening and speaking skills among language learners. Daif-Allah and 
Khan (2016) use quantitatively and qualitatively collected data to examine the effect of 
using extracurricular speaking activities on developing learners’ oral communicative 
skills.  
While the majority of studies are concerned with recognizing academic 
conventions in order to highlight the challenges facing language learners and offer 
suggestions to address these challenges, there are increasing attempts to examine 
language learners’ practices. For example, Ababneh (2016) employs survey data to 
examine the literacy skills and practices in English and Arabic among female 
undergraduates. Barnawi (2016) examines how university students engage with 
pedagogical practices imported from the United States in a writing class. He sheds 
lights on the effect of these practices on transforming his own practices as an EFL 
writing teacher and changing how students engage with writing classes. Alzubi, Singh, 
and Pandian (2017) employ a survey to explore practices of autonomy among male 
undergraduates in a Saudi university.  
  Most of the studies carried within this context in relation to language teaching 
and learning tend to rely on quantitative methodologies which relies mainly on surveys 
(e.g., Alqahtani, 2015; Alzubi d., 2017; Javid, Al-Asmari, & Farooq, 2012; Liton, 
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2012). In contrast, qualitative methods do not seem to share that popularity. Exceptions 
include Barnawi (2016) who employs a qualitative approach in his study to examine 
how student-writers work around imported pedagogical decisions to suit their needs. 
His study includes the use of teacher’s journal, students’ works and notes from teacher-
student conferences. Ababneh (2016) uses two survey questionnaires distributed to 200 
third and fourth female English major students in order to explore the literacy skills and 
practices of these undergraduates. She also utilizes her research notes and observations 
to deepen her understanding of literacy among the participants in her study. Mahboob 
and Elyas (2014) examine one of the textbooks used by the Ministry of Education to 
teach English in Saudi Arabia to look for linguistic and visual indications of a Saudi 
variety of English. Their textually-based analysis is supported by consulting linguists 
and experienced Saudi teachers of English regarding their analysis and interpretation of 
the collected data. Barnawi and Phan (2015) employ a qualitative case study approach 
to examine how two Western-trained Saudi TESOL male language teachers utilize their 
training to teach English and the effect of their use on issues related to knowledge 
construction and pedagogical practices. Nazim and Hazarika (2017) use qualitative and 
quantitative methods to examine how 40 teachers in the Preparatory-Year Programme in 
a Saudi university perceive students’ linguistic proficiency in relation to ESP standards.  
Despite this growing use of qualitative data to support quantitatively-collected 
data within this context, there is a clear shortage of in-depth investigations of the social 
contexts in which language learners engage with language. Many issues remain under-
researched, such as the social practices shaping learners’ use of the language, the 
complexity of meaning making beyond language and identity construction among 
learners. As far as learners are concerned, not much attention is devoted to learners’ 
voices and perspectives within the Saudi context. Overlooking learners’ perspectives 
seems to echo traditional approaches to learning which consider learners as passive 
recipients and views learning as a process involving knowledge transmission from 
teacher to learners. These are usually examined through quantitative methods to infer 
learners’ perspectives and practices without seeking to offer in-depth investigations of 
their experiences. 
1.3 Statement of the Research Problem 
Undergraduate oral presentations represent one of the genres which have not 
received adequate attention within EAP studies despite their growing use and 
significance in academic contexts. In addition to socializing undergraduates into the 
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necessary knowledge associated with their disciplines (Morita, 2000), presentations are 
also used to provide students with valuable opportunities to build and display their 
knowledge and expertise (Hyland, 2009). In relation to language education, 
investigations of oral presentations can be used by language educators to improve 
instruction of oral communication for graduate and undergraduate students (Zareva, 
2011a). Despite this importance, the current “somewhat limited and fragmentary” 
research on spoken discourse within EAP practice has led to a situation in which spoken 
genres such as undergraduate oral presentations are rarely explored (Evans, 2013, p. 
196). 
Available research on English-mediated oral presentations by non-native 
speakers of English tend to focus on English-dominant contexts and formal settings 
such as academic and conference presentations (e.g., Kim, 2006; Kunioshi, Noguchi, 
Hayashi, & Tojo, 2012; Morton, 2009; Rowley-Jolivet, 2002, 2004). Few studies 
examine oral presentations in other contexts (e.g., Brown & Adamson, 2014; Chou, 
2011). The majority of available studies on academic presentations within EAP echo the 
general preference among genre studies to prioritize linguistic features without in-depth 
investigations of the social contexts in which genres are produced and used (e.g., Carter-
Thomas & Rowley-Jolivet, 2008; Chang, 2012; Ferguson, 2001; Lin, 2015; O'Boyle, 
2014; Webber, 2005). Because of that, many aspects remain under-researched, leading 
to fragmented understanding of how the use of academic presentations in disciplinary 
fields can inform EAP practice. For instance, Chou (2011) warns that “other features of 
oral performance, such as organization, exposition of professional knowledge, fluency 
of phonetic and phonological appropriacy” are overlooked (p. 274). In addition, further 
investigations are needed, not only to examine issues such as how presenters organize 
their conference presentations, seminars or lectures, but also to explore the social 
practices surrounding participants’ engagement with these activities (Charles, 2013). 
These investigations are needed in all types of oral presentations, such as 
undergraduates’ oral presentations as in this thesis.  
1.4 Motivation for the Study 
Around nine years ago, one of my sisters who was studying at the College of 
Pharmacy asked for my help with an oral presentation she was preparing. Our 
discussion was not limited to my expertise as an English language teacher and we 
discussed different aspects that related to that presentation, such as organizing the 
information, preparing the talk, choosing the visuals and writing the references. 
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Although I was intrigued by that experience, I did not connect it to possible topics for a 
PhD thesis. My proposal for my PhD studies was for a quantitative study using corpus 
tools to address writing errors among English language learners in academic settings. 
The proposal echoed common trends in research in Saudi educational settings on 
language teaching and learning. This proposal was, however, rewritten after I enrolled 
in a course on digital literacies in the Department of Linguistics and English Language 
at Lancaster University in which I was introduced to social accounts of literacy. This 
course offered me a new perspective for examining how people use language while 
engaging with reading and writing and reminded me of my experience with my sister. 
As a result, I decided to adopt a social account of literacy and rely on qualitative 
research methodology to examine how female undergraduates in pharmacy engage with 
oral presentations. 
1.5 Research Questions 
Responding to the dearth of available research on oral presentations, this thesis employs 
an ethnographically-oriented qualitative case study to explore how a group of year-five 
multilingual, female undergraduates engage with English-mediated oral presentations in 
pharmacy in a Saudi Arabian university. These learners are described as multilingual 
because they rely on different linguistic identities to engage in this literacy event (Pahl 
and Rowsell, 2006b). Within this thesis, these identities are not, however, approached as 
being confined to participants’ use of English and Arabic as meaning-making systems, 
but extend to include a range of available semiotic resources that learners draw on to 
represent and communicate knowledge, establish themselves as active members in their 
community and embrace their developing professional identities.  
The study seeks to address the following research questions:  
1. Which literacy practices do multilingual learners draw on while engaging 
with oral presentations in pharmacy? 
2.  What available representational and communicational resources do these 
undergraduates employ to make meaning while engaging in these presentations 
and how? 
To address these questions, the study employs a case study methodology with data 
collection techniques that provide an ethnographic dimension to examination of 
learners’ literacy practices and meaning making. These include observation, semi-
structured interviews, informal conversations, research journal and artefact collection. 
This type of methodology aims to utilize available data to examine how learners engage 
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with their seminar presentations. Rather than continuing the current trends of looking at 
the linguistic and discoursal features of oral presentations, examination of 
undergraduates’ engagement in this genre as a social practice offers a more in-depth 
understanding of what it means to learners to make presentations within this specific 
context. Furthermore, attention to these resources “allows a move away from imagining 
languages as clear cut identities” (Busch, 2012, p. 507) to examine language as one of 
the resources that make up the semiotic repertoires which learners rely on to make 
meaning.     
1.6 Research Design 
Two interrelated, theoretical angles are employed to address these questions: 
New Literacy Studies and Social Semiotic Multimodality.  
1.6.1     New literacy studies 
I look at the social practices that underlie learners’ engagement with this genre 
by relying on the New Literacy Studies (NLS) to examine how learners engage with 
literacy, i.e. reading and writing, as a social, contextualized practice (Barton & 
Hamilton, 1998; Pahl & Rowsell, 2006b; Street, 1984). Contexts shape the meaning of 
literacy for people as they use and integrate it in their lives to achieve their goals. 
Considering that people “read and write specific sorts of “texts” in specific ways” which 
are “determined by the values and practices of different social and cultural groups” 
(Gee, 2010, p. 11), NLS represents a shift from the long-held educational approach 
underlying examination of learning as a cognitive process in individual minds towards 
examination of the social interactions that shape and are shaped by peoples’ engagement 
with reading and writing.  
This view of literacy is relevant for this investigation considering the prevailing 
research trends within EAP studies which prioritize examination of decontextualized 
linguistic features of texts. Despite the importance attached within EAP to identifying 
these features and introducing them to learners, calls have emerged around the world to 
reconsider the extent to which the use of English in universities goes beyond mastering 
the code or structure of the language to include the complexity of academic practices 
and skills that learners are expected to engage with in their fields. In contrast to the 
current, prevailing investigations of oral presentations, drawing on a social account of 
literacy allows me to examine the social practices which the participants in this study 
draw on to engage with their presentations in pharmacy. As a study informed by 
available research on needs analysis and genre studies, paying attention to social 
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practices surrounding the use and production of oral presentations represents an integral 
aspect of understanding how English is used in this context.  
1.6.2    Social semiotic multimodality 
Although social accounts of literacy are usually concerned with examining 
people’s engagement with written texts, many texts are shaped by the incorporation of 
various modes to represent and communicate meaning (Pahl & Rowsell, 2012). In this 
case study, an essential aspect of examining the social practices underpinning 
undergraduates’ engagement with oral presentations lies in exploring the ways through 
which meaning is made. While EAP is understandably associated with linguistic 
instruction, the need to examine how language learners represent and communicate 
knowledge beyond language in academic contexts is increasingly brought to light. A 
growing number of studies examines the dynamics of meaning making, especially those 
related to science and technology (e.g., Jaipal, 2010; Kress et al, 2001; Matusiak, 2013). 
In the same way that examination of linguistic features is highlighted as a significant 
aspect of understanding genres within EAP, investigation of the various semiotic 
choices that learners incorporate and foreground within their texts is equally significant 
because it paves the way for in-depth understanding how knowledge is represented and 
communicated in diverse genres.  
As “[g]ood control of genre involves an understanding of how different modes – 
visual, written and oral- interact” (Parkinson, 2013, p. 167), it is only reasonable to say 
that exploring how learners engage with any genre entails the need to examine how such 
interaction takes place. This is particularly relevant for a social understanding of literacy 
as in this study because meaning involves social and subjective designs that appear in 
the various semiotic choices people embrace for their communicative purposes (Kress, 
2010). To examine how learners make meaning in their presentations, I draw on the 
interdisciplinary approach of multimodality which refers to “the coexistence of more 
than one semiotic mode within a given context” (Gibbons, 2012, p. 8). The study of 
multimodality involves investigation of modes or semiotic means that people rely on to 
communicate with each other (Jewitt, 2009b). Within an English-mediated setting, 
looking at meaning making beyond language helps to broaden research agenda within 
EAP practice beyond the prevailing dominance of textually-based analysis of genres. In 
terms of analysis, current research on multimodal meaning making tends to echo 
textually-based genre studies through demonstrating preference for examining 
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multimodal texts as stand-alone products while overlooking the social contexts 
surrounding production or meaning makers’ views and experiences.  
1.7 Significance of the Study  
 I consider my study significant within the field of language learning because of 
the gap in the literature that it attempts to address. The study focuses on English-
mediated oral presentations as an independent genre which, despite its increasing use 
and established significance in academic settings, has not received adequate attention in 
EAP research. The qualitative methodology and theoretical framework adopted in this 
study promises in-depth examination of the literacy practices that shape learners’ 
engagement in this genre. They also bring to light the complexity of meaning making 
surrounding learners’ engagement with this genre in which language functions as one of 
the semiotic modes available to learners. These aspects provide valuable insights on the 
complexity associated with using English as the main medium of instruction in similar 
settings in which engagement with English goes beyond knowledge of grammatical 
structures and specialized vocabulary to include an ability to incorporate it with other 
semiotic resources according to learners’ disciplinary demands, contextual constraints 
and personal interests. Investigating this engagement paves the way to explore 
significant issues in this account of literacy, including how learners develop 
membership within their community and establish relevant identities. The methodology 
adopted for this thesis allows learners’ voices to be heard to shed light on issues that 
could have been challenging to explore otherwise. These include learners’ social 
practices that surround production and use of oral presentations in this community and 
the wide range of motivated semiotic choices they resort to use to make meaning in 
their presentations. 
The study also draws attention to the need to broaden research tools used in EAP 
research in this context. In contrast to the commonly-adopted quantitative methods used 
to examine language teaching and learning in Saudi educational settings, this study 
employs qualitative data-collection techniques to develop the in-depth investigation of 
social practices needed to address the research questions. Use of qualitative methods 
facilitates the study’s attempt to move beyond the prevalence of decontextualized 
textual analyses and ground language pedagogy in deep investigations of specific 
literacy events. Through these methods, the study questions long-held assumptions in 
relation to issues such as professional practice, identity construction and language 
proficiency which impact how issues of language teaching and learning are approached.  
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At the same time, the study contributes to EAP studies through the way it 
addresses methodological challenges associated with using qualitative methods, such as 
photographs and videos in this all-female context. Although these methods represent 
common choices in research investigating literacy and multimodal meaning making, the 
study works to address the specific cultural sensitivities that shape their use in this 
community and resorts to use other methods that are considered to be contextually more 
appropriate.  
1.8 Outline of the Thesis 
Chapter 2 describes in detail the theoretical framework employed in this thesis. 
It is divided into four sections: EAP and social practices, meaning making, developing a 
professional identity and oral academic presentations in EAP. I start this chapter with 
providing an overview of EAP research on needs analysis and genre analysis because 
they inform this study. I also look briefly at the challenges associated with traditional 
approaches to literacy and the significance of adopting a social account of literacy and 
what it can offer to address the research questions in this thesis. I, then, move to discuss 
the study of meaning making within EAP and the need to move from a linguistic-based 
understanding to adopt a multimodal approach that pays attention to meaning makers’ 
choices of semiotic resources. Discussion will focus on social semiotic multimodality to 
highlight the specific concepts governing this approach, the relation between 
investigations of multimodality and literacy and the status of multimodality within EAP 
research. Then, I consider closely available research on identity construction where I 
explore two interrelated theoretical angles: community of practice and issues of identity 
and investment. These angles are explored because of the insight they provide on 
examination of participants’ engagement in oral presentations and their meaning 
making. The chapter is concluded by considering available research on oral 
presentations in academic settings as an independent genre. Discussion will highlight 
how this case study relates to available research and what it can offer to EAP practice.   
Chapter three discusses the research methodology adopted in this study; case 
study. It also looks at the setting of this investigation, how access has been obtained and 
an overview of participants. The chapter also discusses the data collection techniques 
used and highlights some of the challenges that I faced while collecting the needed data. 
I also briefly discuss how data analysis has been approached. The chapter is finally 
concluded by discussing issues of trustworthiness and rigour.  
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Chapters 4, 5, 6 and 7 present the analysis. Chapter 4 examines the context in 
which this investigation is situated through describing the College, the classroom and 
the course. Particular attention is given to relationships among members of this 
community and the significance they attach to participation in this event. Chapter 5 
examines closely four major themes underpinning learners’ engagement in oral 
presentations. These include undergraduates’ efforts to stand out among their 
colleagues, the resources used to make oral presentations, the effect of prior experiences 
and the role played by rehearsal and practice. Chapter 6 looks at the semiotic choices 
surrounding slideshow design and speech which were highlighted by participants. 
Chapter 7 examines the textual choices shaping two of the slideshows displayed within 
the observed presentations. These choices are considered through social semiotic 
multimodal analysis which highlights the meaning makers and their textual productions 
as motivated signs. Chapter 8 concludes the thesis by summarizing the major findings 
discussed earlier. It also discusses methodological and pedagogical implications of this 
investigation. The chapter concludes by discussing limitations to this study and 
suggestions for further research.  
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Chapter 2 Literature Review 
2.1 Introduction 
In this chapter, I will review the literature that informed this study in relation to 
my research questions. Although this investigation is not carried within an English-
language classroom, it is relevant to EAP because it examines how year-five students 
engage with English-mediated presentations in this academic setting. The chapter is 
divided into four sections. Because of the common use of quantitative studies to 
examine issues around language learning and teaching in Saudi Arabia, I start my 
discussion by surveying available literature on needs analysis and genre studies to set 
the grounds for how this study contributes to pedagogical research in this context 
through qualitative studies that seek to offer in-depth examination of learners’ 
engagement with literacy and meaning making. I use this discussion to highlight the 
gaps that this study seeks to address and pave the way for my discussion of the 
theoretical framework upon which this study is built. I focus on the New Literacy 
Studies as the angle through which social practices surrounding learners’ engagement 
with reading and writing are approached. Then, I move to consider how meaning 
making has been examined within EAP which has been traditionally considered as a 
linguistic-based practice. Then, I examine two interrelated theoretical aspects which 
inform the investigation in this study. These include membership in a community of 
practice and identity construction. These aspects are closely related to examination of 
learners’ literacy practices and their meaning-making decisions. The chapter is finally 
concluded by looking at the status of oral presentations as an independent genre within 
EAP.  
2.2 EAP and Social Practices 
EAP is concerned with providing learners with access to recognize and embrace 
the communicative skills and competences they need to function effectively in relation 
to disciplinary knowledge and practices (de Chazal, 2014). Interests in these skills and 
competences, however, tend to be translated into concerns with textual production in 
terms of the linguistic and discoursal features of which texts consist without much 
attention to social practices that surround their production. Motivated by beliefs that 
EAP’s mission lies in identifying and addressing learners’ needs through introducing 
them to thorough linguistic analyses of academically-valued texts in their disciplines, 
two major areas of investigation within EAP inform this thesis: needs analysis and 
genre studies. I start this section by offering a brief view of research within these areas. 
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After that, I look at NLS as the theoretical angle adopted to examine the social practices 
that surround learners’ engagement with oral presentations. I will briefly consider 
traditional approaches to literacy to introduce NLS and discuss its contribution to 
educational research in EAP.  
2.2.1    Needs analysis 
EAP has been described as a needs-driven practice since its early beginnings in 
1980s (e.g., Charles, 2013; Charles & Pecorari, 2016; Flowerdew & Peacock, 2001; 
Hyland, 2006). As a regular and ongoing component within language teaching and 
learning programmes (e.g., Dudley-Evans, 1998; Hutchinson & Waters, 1987; Hyland, 
2009; Munby, 1978), needs analysis is conducted to gather essential information needed 
to inform pedagogical materials in language classrooms (Brown, 2016). A key feature 
in many of the available definitions of needs analyses in the literature is the importance 
of offering clear, systematic and theoretically grounded criteria for collecting the needed 
information to build trustworthy understanding of learners’ needs. This understanding is 
used to tailor the objectives and content of language courses according to the specific 
linguistic and disciplinary conventions that learners are required to identify and use 
(Mansur & Shrestha, 2015).  
Different approaches have surfaced over the years to understanding what 
learners’ needs are and how they should be collected and analysed. Early analyses were 
concerned with target situation analysis (TSA) in which learners’ needs were identified 
in relation to the target situation that learners were expected to encounter (Chambers, 
1980; West, 1994). TSA worked to identify the lexical and syntactic features of the 
language that need to be highlighted for course design (Cowling, 2007). Studies 
adopting a TSA approach drew on a variety of resources to understand these features 
that shape the target situation, including register studies to identify lexical and syntactic 
features of written texts (e.g., Barber, 1985; Halliday, MacIntosh, & Strevens, 1964; 
Herbert, 1965), rhetorical studies which investigate the relation between grammatical 
features and the rhetorical purposes shaping texts (e.g., Berman, 1975; Lackstrom, 
Selinker, & Trimble, 1973; Malcolm, 1987; Selinker, Trimble, & Trimble, 1976; D. A. 
Smith, 1984), and genre studies (e.g., Bhatia, 1993; Swales, 1990).  
Another approach appears in present-situation analysis (PSA) which examines 
learners’ needs through exploring the gap between what learners know and what they 
should know by the end of their language courses (Richterich & Chancerel, 1980). 
Needs in this approach were often combined with terms such as lacks and wants. Rather 
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than focusing on listing linguistic items, PSA aimed to identify what learners have to do 
to acquire the language in their contexts (Widdowson, 1981). Task-based analysis 
presents a more relatively recent approach to needs analysis which describes the target 
tasks needed by specific groups of learners through investigating the specific activities 
that students are likely to encounter in their education and employment (Long, 2005b). 
By drawing upon domain experts’ input rather than intuitive views of linguists and 
teachers as in previous approaches to needs analysis, this type of analysis represents a 
step forward to explore the dynamic qualities of target discourse and provide 
contextualized data on target tasks (Long, 2005a).  
Analyses within these approaches tend to be shaped by a skill-based view of 
needs at the macro level, highlighting linguistic features in relation to writing mostly 
(e.g., Jones, 1991; Paltridge, 2002; Ramani, Chacko, Singh, & Glendinning, 1988; 
Starfield, 2004; Swales & Feak, 1994; Tang, 2012). Examination of learners’ needs in 
relation to other skills tend to be under-researched, such as reading (Holme & 
Chalauisaeng, 2006), listening (e.g., Ferris & Tagg, 1996; Flowerdew & Miller, 1997; 
Stoller, 2001) and speaking (e.g., Hoekje, 2007; Wozniak, 2010). Despite the vital 
contribution of these approaches, their focus on associating learners’ needs with 
provision of objective and translatable lists of linguistic features has been questioned in 
response to calls for grounding learners’ needs in a deeper understanding of the social 
and discursive practices that surround their use of language (Starfield, 2010).  
Although linguistic features form an integral part of academic discourse which 
learners need to recognize and grasp, these calls point out that linguistic features should 
not be highlighted at the expense of other equally significant aspects of learners’ 
experiences in academic contexts. These aspects form an integral part of understanding 
the competences and skills expected from learners in academic settings and offer, 
therefore, an invaluable insight on understanding their needs. Available needs analyses 
rely on various sources and methods to gather subjective and objective information 
(Richards & Schmidt, 2010). Quantitative and qualitative methodologies are 
increasingly adopted to support a broadening understanding of needs, such as 
interviews, observations, case studies, language tests, learner diaries and questionnaires 
(e.g., Belcher & Lukkarila, 2011; Brown, 2009; Evans, 2010; Flowerdew, 2013; Ho, 
2014; Kassim & Ali, 2010; Long, 2005a; Robinson, 1991; Swales & Feak, 1994).  
Rather than carrying on with the common association between learners’ needs 
and linguistic features, this thesis adopts a broader understanding of needs in English-
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mediated activities that takes into account the social practices surrounding how learners 
engage with oral presentations. These practices shape and are shaped by learners’ 
experiences in their discipline and as such, recognizing and analysing these experiences 
facilitate our understanding of language in use and can inform and support language 
pedagogy with situated understanding of what learners need to recognize and adopt in 
this context.  
2.2.2    Genre analysis 
One way to address learners’ needs lies in supporting EAP instruction with 
“detailed analyses of the types of academic texts that students produce in diverse 
disciplines” (Molle & Prior, 2008, p. 542). Examination of academically-valued texts 
reflect scholarly work in genre analysis which represents one of the primary lenses 
through which texts have been examined and taught within EAP. Because genres are 
formed to fulfil specific, situated purposes (Tardy & Swales, 2014), they function as 
“community resources which allow users to create and read texts with some assurance 
that they know what they are dealing with” (Hyland, 2015, p. 33). In addition to using 
these genres to understand the communicative events in which they are used (Swales, 
1990), genre analysis is believed to assist in improving learners’ writing and speaking 
skills (Kostova & Shamonina, 2014). 
Three major approaches shape the study of genres in EAP. The first approach is 
associated with the North American Rhetorical Genre Studies (RGS) which understands 
genres as dynamic and changing social actions (Miller, 1984). Examination of these 
actions facilitates our understanding of textual productions and the cultures in which 
genres are produced and used (Bawarshi & Reiff, 2010). The second approach perceives 
genres as “a staged, goal-oriented social process” (Martin & Rose, 2008, p. 7) and 
springs from the Australian work employing systemic functional linguistics (SFL). 
These genre studies, often referred to as the Sydney School, provide detailed 
descriptions of the linguistic and discoursal features of texts to facilitate explicit 
teaching of their construction. The third approach is associated with ESP work on move 
analysis (e.g., Bhatia, 1993, 2004; Swales, 1990; Swales & Lindemann, 2002). Move 
analysis perceives genres as communicative events “characterized by a set of 
communicative purposes identified and mutually understood by the members of a 
professional or academic community in which it regularly occurs” (Bhatia, 1993, p. 13). 
While deciding the what, why and how associated with organization of discourse forms, 
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these purposes are achieved through rhetorical moves which represent prototypical 
organizational structures specific to their social context.  
Genre studies within EAP are typically concerned with written discourse mainly 
because of the importance that is attached to writing in academic practice in relation to 
knowledge dissemination and assessment. In higher education, these studies have 
examined various topics such as medical journal editorials (Giannoni, 2008), attitudes 
among multilingual scholars of medicine towards writing research articles (Martín, Rey-
Rocha, Burgess, & Moreno, 2014), publication practices of academics (McGrath, 2014), 
introductions in master’s theses (Samraj, 2008), academic genres in university 
classrooms (Molle & Prior, 2008), corpus-based research into student writings in higher 
education (Nesi & Gardner, 2011), stance-neutral formulations in introductory chapters 
in PhD theses (Sawaki, 2014), expression of stance in undergraduate students’ 
coursework writing (Lancaster, 2016) and presentations of claims in published 
academics and students’ master theses (Basturkmen, 2009).  
In contrast, fewer studies have addressed spoken genres such as seminars, 
lectures and presentations in university. Available studies on these genres discuss 
issues, such as, examining if-conditionals in conference presentations, research articles 
and editorials (Carter-Thomas & Rowley-Jolivet, 2008), the use of questions in 
academic lectures (Chang, 2012), investigation of conditionals in spoken medical 
discourse (Ferguson, 2001), the effect of different discourse communities on spoken 
genre in an architecture degree (Morton, 2016), the use of modifiers in seminars and 
interactive lectures (Lin, 2015), personal pronouns in spoken academic learner discourse 
(O'Boyle, 2014), the use of computer-mediated practice to improve learners’ speaking 
proficiency and its effect on learners’ willingness to engage in communication 
effectively (Buckingham & Alpaslan, 2017) and interactive features in scientific 
conference talks (Webber, 2005).  
Genre studies tend to prioritize identification and examination of linguistic and 
discoursal features of genres as stand-alone products without considering the social 
contexts in which these products emerged. Although approaches to genre analysis 
within EAP share a general recognition of the significance of social context in the 
creation of texts (Charles, 2013), this recognition has not always resulted in thorough 
investigations of the contexts or social practices surrounding genres in specific literacy 
events within educational settings. Swales (1990), for instance, warned against 
superficial approaches to genres that limit analysis to examination of grammatical and 
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lexical features of texts and ignore the contexts in which they are created and used as 
communicative tools in specific discourse communities. Increasing interests within EAP 
continue to emerge calling for the need to examine the social contexts surrounding 
genres’ production and use to understand how they are organized and what it means for 
learners to engage effectively with any genre (Morton, 2016).  
Examination of the social context and practices that underpin genre production 
and use can be used to raise learners’ awareness of disciplinary and genre practices 
beyond the boundaries of language classrooms (Hardy & Friginal, 2016). It is usually 
carried out through combining different approaches and methodologies. For example, 
Molle & Prior (2008) draw on RGS and ethnographic methods to examine academic 
genres in different disciplines and shed light on the variety, hybridity and multimodal 
nature of academic genres. They specifically call for adopting a genre-based needs 
analysis to take account of the specificity of genres produced by students. Working 
within an SFL-informed socio-semiotic approach, Martin and Rose (2008) examine the 
complex relations between visuals and texts in science to highlight the need to consider 
all the modalities within any instance of communication. Nesi and Gardner (2011) rely 
on SFL and ethnographic methods to examine the writing tasks that students encounter 
in tertiary education in order to highlight the importance of noting the variation in 
response among students’ writings in relation to the disciplinary requirements they face. 
Bhatia (2004) employs ethnographic methods to understand the tension existing 
between written discourse in the real world and discourse associated with educational 
texts. Lee (2009) also investigates the effect that the size of audience has over academic 
lecture introductions in relation to the rhetorical and linguistic features they employ.   
To accommodate this increasing attention to the social contexts within which 
genres are produced, calls have risen within research on language teaching and learning 
to conduct more ethnographically-oriented studies that seek to provide in-depth 
contextualized understanding of diverse settings in specialized language research, such 
as ESP and EAP. According to Dressen-Hammouda (2013, p. 509), more studies are 
needed to examine how “non-native speakers of English learn to navigate and manage 
the communicative imperatives of interacting in situated settings”. While this would 
help to investigate what students do with reading and writing, it would also pave the 
way to develop better teaching materials in language classes. By highlighting the 
disciplinary demands associated with literacy and the increasingly varied genres in the 
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academy nowadays, these investigations can be used to examine significant aspects of 
learners’ needs (Hyland, 2009).  
This thesis does not aim to offer a linguistic analysis of oral presentations as an 
independent genre, but it is informed by the growing calls within genre studies to move 
“from looking at language use, in general, to the use of language in specific settings and 
in specific genres” (Paltridge, 2013, p. 347). It examines learners’ engagement with 
English-mediated presentations in a specific literacy event. Rather than focusing on the 
rhetorical and linguistic features of this genre, analysis in this case study explores the 
social practices that underpin learners’ engagement in pharmaceutical presentations. In 
the next section, I discuss NLS as the theoretical angle employed in this thesis to 
examine these practices. I look first at how literacy had been traditionally examined in 
educational research and what a social account of literacy offers to examine how people 
engage with reading and writing.  
2.2.3   Traditional approaches to literacy 
Traditional views in literacy research have associated literacy with the technical 
skills of reading and writing (Graff, 1995), placing it within “a cognitive psychological 
approach in which attention is paid to individual development along a carefully traced 
trajectory” (Marsh & Larson, 2005, p. 4). This view has a long history within the field 
of education and is still dominant in many contexts, including the Saudi educational 
context. Street (1984) describes this approach as the autonomous model of literacy in 
which identifying specific code systems is associated with characterization of literacy as 
a measurable and transferrable activity. The ability to use these systems according to 
pre-defined rules determines whether a person is considered literate or not. In 
educational settings, those who fail to adhere to the required and valued skills will be 
considered underachieving and in need of remedial solutions to fix their problems. 
Because attention within this understanding of literacy is usually preserved to 
people’s engagement with specific, highly-valued types of reading and writing, many 
everyday activities which involve reading and writing are ignored (Papen, 2005). While 
this understanding is important in terms of facilitating how acquisition of basic skills is 
assessed, it ignores the impact that engaging with reading and writing has on learners; 
not only in terms of access to the functional and technical skills of reading and writing, 
but also in terms of the social practices that surround its use among people (Street, 
1995). Such understanding fails to take note of the various ways through which learners 
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engage with reading and writing that extend beyond language and written texts in 
formal settings.  
Approaches to language education within specialized language teaching in 
general and EAP in particular tend to align with the autonomous model of literacy. 
According to Paltridge and Starfield (2013), pedagogies within ESP have been geared 
towards identification of commonly-employed literacy skills and linguistic features 
within educational and professional contexts. This tendency, which is associated with 
common approaches in genre and needs analysis discussed earlier (See 2.2.1 and 2.2.2), 
is based on the assumption that identifying lists of skills or linguistic items and training 
students to master these lists will lead to higher level of literacy and linguistic 
competence among language learners. Reading, speaking, listening and writing are 
treated as discrete skills that are often taught separately and are usually considered 
through decontextualized examination of learners’ command of linguistic features in 
these skills.  
Considerable challenges surround an exclusively skill-based understanding of 
literacy. A psychological model of literacy, for example, fails to pay attention to the 
considerable variety of activities in which people engage while reading and writing 
beyond formal schooling. These include everyday situations in which people use 
literacy not only in different ways but also for different purposes (Papen, 2005). In 
addition, as people continuously face new situations and unfamiliar codes and 
expectations, they use reading and writing to respond to these situations in different and 
innovative ways (Barton & Tusting, 2005). Similarly, students’ participation in 
academic activities in higher-education institutions is shaped by new types of 
information, emergent genres and situated, disciplinary norms and expectations. 
Although it is unlikely that students in higher education have considerable problems 
with the coding and decoding skills of reading and writing, their involvement in reading 
and writing within academic activities is mediated by other situated factors that are not 
always foregrounded in academic research.  
2.2.4   Examining literacy as a social practice 
In contrast to traditional approaches to literacy, social accounts of literacy view 
literacy as “an activity, located in the space between thought and text” (Barton & 
Hamilton, 1998, p. 3). Rather than dismissing traditional views that consider literacy as 
a psychological and cognitive ability, social views of literacy have come to appreciate 
the relation between cognitive understanding and sociocultural perspectives in 
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understanding human behaviour and capabilities. This understanding of literacy began 
in the 1980s and is generally associated with the New Literacy Studies as one of the 
most influential approaches which views literacy as a social practice that can only be 
understood in relation to specific social and cultural contexts (Barton, 1994; Barton & 
Hamilton, 1998; Gee, Hull, & Lankshear, 1996; Pahl & Rowsell, 2006b; Street, 
1993).These studies highlight the need to go beyond the functional values of reading 
and writing in order to understand what literacy means for people and how it is used. 
Encouraged by the continuously growing discussion of the low literacy levels which 
dominate public discourses (Lankshear & Knobel, 2003), researchers draw on a variety 
of disciplines, such as social anthropology, psychology and language studies to examine 
how people of different ages and cultural backgrounds engage with literacy.  
Scribner and Cole (1981) for instance, have investigated the uses of literacy 
among the Vai people in Liberia who use three scripts to engage with literacy; English 
in formal schooling, Arabic for learning the Koran and an indigenous Vai script used for 
personal purposes and financial transactions. Each of these scripts is associated with a 
specific context that has its own expectations, norms and requirements. Through 
describing their participants’ engagement in literacy, Scribner and Cole point out how 
literacy functions as a communicative tool that people use to accomplish specific goals 
in their cultural and social everyday lives without being directly related to cognitive 
ability that divides people according to what they can or cannot achieve. Arguing 
against the overemphasis that exists in long-standing and more conventional views in 
which literacy is seen as a cognitive ability, the authors describe literacy “as a set of 
socially organized practices which make use of a symbol system and a technology for 
producing and disseminating it” (p. 236). They also note that formal education does not 
necessarily dictate how people engage with their everyday activities as, according to 
their observations, people often make use of higher cognitive skills, such as abstraction, 
memory and communication beyond formal schooling. For example, they point out that 
while schooling may improve learners’ ability to verbally express themselves, it does 
not necessarily impact their ability to carry out specific tasks in better ways compared to 
learners who do not have access to formal schooling.  
Examination of the various purposes for which people use literacy represents a 
major area of investigation among social accounts of literacy. In his ethnographic study 
of literacy in a village in the northern part of Iran, Street (1984) examines the role 
literacy plays in villagers’ engagement in commercial transactions. These villagers draw 
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upon practices they have been exposed to in their education within the traditional 
Maktab schools which introduce learners to phonemic codes of religious scripts written 
in Arabic. The villagers build on their school-based knowledge and skills to develop 
new practices that serve their goals, including writing bills, keeping record books and 
skimming to retrieve needed information. Two models of literacy are described in 
Street’s study: autonomous and ideological. The autonomous model views literacy as a 
neutral technology, independent of the context in which it exists. Literacy is, thus, seen 
as a transferrable set of value-free skills that people either have or lack. The ideological 
view, on the other hand, questions this skill-based understanding of literacy and stresses 
the importance of seeing literacy in terms of the uses and values that people attach to it 
in different contexts. These, according to Street (1984, p. 180), represent “part of a 
complex ideology, a set of specific practices constructed within a specific infrastructure 
and able to be learned and assimilated only in relation to that ideology and 
infrastructure”. It is important to note, however, that Street’s classification of these 
models is not meant to draw clearly-cut lines between the conceptual grounds behind 
each model. While the basic, technical skills form the essence of schooled 
understanding of literacy, Street’s fieldwork highlights the situated uses of literacy and 
examines their effects on people’s lives.  
These situated uses of literacy affect how people engage with formal schooling. 
This has been highlighted by Heath (1983) in her prolonged ethnographic study in 
which she compares the literacy and language practices of three different communities 
in the Piedmont Carolinas in the United States: Roadville (a small white working class 
community), Trackton (a small black working class community) and Townspeople 
(black and white mainstream middle class). She examines how language use at home 
and school by members of these communities in different ways and the effect that these 
ways have on how young children are initiated to literacy in their communities and 
schools. She points out, for example, how the shared set of cultural values and linguistic 
practices among Townspeople, such as engaging in bedtime stories and elaborate 
description and discussion of events, have successfully prepared their children to 
participate in accepted practices in schools. At the same time, Heath notes that the same 
success was not observed among the other groups because of the distance that exists 
between home-based practices and school-promoted values of Roadville and Trackton 




One of the significant issues in Heath’s investigation appears in her views on the 
potential benefit that improving practitioners’ knowledge and understanding of 
children’s involvement with language and literacy in their homes can have on 
educational practices. Her discussion of “how teachers’ knowledge of children’s ways 
with words enabled them to bring these ways into their classrooms” (p. 343) has been 
highlighted through exploring teachers’ willingness to build on knowledge of children’s 
literacy background in order “to build a two-way channel between communities and 
their classrooms” (p. 354). Although Heath’s discussion was directed towards young 
children’s literacy and language practices, her suggestions are relevant to learners of all 
ages and all backgrounds, including those working within higher-education institutions. 
These suggestions, for example, echo the assumptions upon which needs analyses are 
built in which pedagogical materials are supported by identifying what learners need to 
know to participate successfully in language classrooms.  
In addition to examining the common uses of literacy and their relation to formal 
schooling, social accounts of literacy seek to explore the different meanings and levels 
of signficance that people attach to reading and writing in their everyday lives. Barton 
and Hamilton (1998) examine the everyday literacy practices of a local community in 
the northwest of England, tracing how individuals use literacy in their everyday lives 
according to their ‘ruling passions’ which dictate the importance of literacy in these 
contexts. The concept of ‘ruling passions’ helps to explain how people’s interests in 
reading and writing differ from one another and these interests shape and mediate their 
literacy practices. Despite the role that these personalized interests play in dictating how 
people engage with reading and writing in their lives, Barton and Hamilton note that 
these interests are often overlooked in formal education practices in which attention is 
directed towards measurable skills rather than situated uses of literacy.   
These key studies among others have marked the emergence of what has been 
considered at their time to be a new approach to the study of language and literacy. This 
is not only in terms of exploring the social practices that surround people’s engagement 
in literacy, but also in the methods adopted to carry out these investigations. All of these 
studies were carried out through ethnographic investigations which entail prolonged 
engagement in research sites (Street & Leung, 2010). These investigations employed 
qualitative tools such as interviews, observations, photography and document collection 
to provide a deeper understanding of how people use literacy and what it means to them 
in specific contexts.  
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       Literacy events and literacy practices 
Two analytic concepts are frequently identified within NLS: literacy events and 
literacy practices. Literacy events refer to “any occasion in which a piece of writing is 
integral to the nature of the participants’ interactions and their interpretative processes” 
(Heath, 1983, p. 50). The term itself is seen as a descriptive one to refer to what can be 
seen, observed, documented and recorded while observing how people engage with 
literacy (Papen, 2005). It facilitates researchers’ ability to describe how people use 
reading and writing for specific purposes that differ from one context to another. 
Examining literacy events sheds light on the cultural patterns and social practices that 
shape and are shaped by people’s engagement in these events (Street & Lefstein, 2007). 
While literacy events are observed within particular situations as empirical units of 
analysis, literacy practices are inferred from the way people engage with these events as 
they “are shaped by social institutions and power structures, and influenced by 
nonvisible elements, including social relationships, values, ways of thinking, skills, and 
structured routines and pathways” (Matusiak, 2013, p. 1579).  
Literacy practices refer to “the general cultural ways of utilising written 
language which people draw upon in their lives” (Barton & Hamilton, 2005, p. 7). They 
include the social conceptions of literacy that participants hold and draw upon to engage 
meaningfully in any literacy event (Street, 1995). Understanding of literacy practices in 
any social context involves exploration of regular activities, habits, aspirations, 
identities, expectations, demands, challenges, values, concerns, regulations and 
relationships. This requires researchers to bring to light people’s views and accounts of 
their engagement in any literacy event to explore the underlying social practices that 
shape the specific meanings of literacy. Events and practices exist in an interrelated, 
complex relationship with texts. This relationship needs to be examined as a whole to 
explore what literacy means in any context. According to Barton and Hamilton (2005, 
p. 9), literacy “is best understood as a set of social practices; these are observable in 
events which are mediated by written texts”.  
      Investigating literacy in academic settings 
As new disciplinary fields and technological advances continue to emerge while 
increasing numbers of students from different backgrounds join universities and engage 
with evolving and challenging academic norms and practices (Hyland, 2006), increasing 
number of scholarly research within EAP attempts to investigate this complexity to 
broaden the support offered to language learners in tertiary education. Within academic 
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contexts, social accounts of literacy are mostly associated with the ‘academic literacies’ 
approach which builds on the principles of NLS and embraces calls within EAP to 
move beyond its traditionally-devoted attention to decontextualized analysis of texts. It 
represents a move forward from the ‘study skills’ and ‘disciplinary socialization’ 
approaches which generally work within a technical understanding of literacy and 
knowledge in academic education (Lea & Street, 1998). In contrast to these approaches, 
the ‘academic literacies’ approach calls for the need to highlight the social practices that 
student writers who come from diverse backgrounds draw upon to participate in 
different disciplinary fields with the aim of identifying the conventions, norms and 
expectations that underlie academic practice. A common understanding of literacy in 
higher-educational policies is usually associated with students’ “ability to read and write 
the various texts” in university (Spack, 1997, p. 3). In contrast, the ‘academic literacies’ 
approach questions such understanding because it challenges “assumptions of student 
deficit” while calling for academic institutions “to be made more accessible to a diverse 
student body” (Paxton & Frith, 2014, p. 172).  
Reflecting the common perception that literacy within higher education involves 
an extensive use of formal writing (Thesen, 2001), this approach focuses on the ways 
students engage with written assessed texts that mark them as members of their 
academic communities. Text production in this approach represents a complex process 
that cannot be understood through looking solely at texts without considering their 
makers and the contexts surrounding their production. In addition to exploring “how 
power and authority are experienced locally in relation to identity” (Curtis & Gillen, 
2017, p. 3), textual practices are examined to highlight the richness of meaning-making 
in academia and the effect of the socio-political contexts in which students engage (Lea, 
2004).  
By focusing on issues, such as the construction of meaning in written texts and 
the nature of power relations between teachers and students, the ‘academic literacies’ 
approach claims to offer a transformative agenda to the study of students’ writings 
(Murray & Nallaya, 2014). This agenda contrasts with the common normative agenda 
of EAP studies in which language research is equated with identifying linguistic 
features in academic texts and training students to recognize and employ these features 
(Lillis & Scott, 2008). In addition, this agenda moves away from identifying problems 
and fixing them in students’ writings to providing in-depth understanding of learners’ 
experiences with text production and use. An integral part of this agenda lies in the 
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academic literacies work to “provide diverse students access to academic practices in 
ways that utilize and value their resources” (Huang & Archer, 2017, p. 63). While the 
majority of research adopting the academic literacies approach focus on assessed 
writing in academic settings, increasing studies extend their research interests to include 
topics, such as lecturers’ everyday writing (Lea & Stierer, 2009), multimodal 
composition (Huang and Archer, 2017), disciplinary teachers’ engagement with student 
writers (Tuck, 2012), digitally-mediated literacy practices (Coleman, 2012, 2016), 
examination of non-textual elements to provide holistic understanding of students 
experiences with text production (Richards & Pilcher, 2018), investigating research 
productivity among academics (Nygaard, 2017) and the benefit of examining 
disciplinary knowledge in relation to exploring academic literacy practices (Clarence & 
McKenna, 2017).   
To address the research questions in this thesis, I adopt a social account of 
literacy to examine learners’ engagement with reading and writing in English-mediated 
pharmaceutical presentations within this academic setting. Without seeking to fit within 
the transformative agenda that shapes works within the ‘academic literacies’ approach, 
my analysis in this thesis focuses on exploring the literacy practices that surround 
learners’ engagement in this event. I also examine the social practices that shape and are 
shaped by learners’ meaning-making decisions.  
2.3 EAP and Meaning Making 
Social accounts of literacy look at texts as effective tools that mediate how 
people read and write (Barton and Hamilton, 1989). Although the original reference to 
texts within NLS has been associated with written genres, increasing attention is given 
to examine how people engage with other types of texts (Pahl & Rowsell, 2012). These 
texts rely on a variety of communicative systems that must be examined to explore the 
literacy practices that shape how people read and write. The principles of NLS 
acknowledge people’s use of various semiotic resources to represent and communicate 
knowledge while reading and writing. This incorporation is specifically valuable within 
educational contexts because of the benefit that recognizing the promoted literacy 
practices and meaning-making choices can offer to understand knowledge 
dissemination and communication (Bartlett, 2008). 
Research on learning in educational settings has been traditionally approached as 
a generally linguistic process that perceives the use of language as the only or major 
way to represent and communicate knowledge (Kress et al., 2001). Despite the 
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traditionally-institutionalized significance of language in literacy policies and research, 
an unquestionable focus on language threatens to ignore other semiotic tools that 
learners engage with and employ to represent and communicate knowledge. Attention, 
thus, needs to be paid to how people utilize different semiotic resources for their 
purposes. In contrast to the dominance of studies investigating print-based shapes of 
literacy, a growing body of research highlights the need to examine how learners engage 
with literacy through multiple shapes of meaning making (Cope & Kalantzis, 2000). In 
this section, I will look at multimodality as the theoretical angle I adopt to examine 
meaning making in this thesis. I will discuss its definition, theoretical assumptions and 
approaches to meaning making. I will then discuss social semiotic multimodality as the 
approach adopted within this case study. The section will be concluded by considering 
research on multimodality in relation to EAP.  
2.3.1  Multimodality 
As an interdisciplinary approach, multimodality is concerned with “approaches 
that understand communication and representation to be more than about language, and 
which attend to the full range of communication forms people use - image, gesture, 
gaze, posture and so on - and the relationships between them” (Jewitt, 2009a, p. 14). 
Multimodality represents an inherent aspect of people’s communication with each other 
(Matthiessen, 2007). People of all ages regularly use different communicative forms for 
different purposes as they move from language to gesture to drawing to posture and 
other forms to communicate with others. This use, however, has not received adequate 
attention to examine the role that each form plays within the meaning-making process 
(Kress, 2010). Language has always been the focus of research investigating meaning 
making in general and literacy in particular for understandable reasons as learning is 
generally perceived as a process carried out through language. Yet, as people 
increasingly rely on a variety of communicative tools and as they continue to come into 
contact with new ways to communicate with each other, a focus on language alone 
becomes threatening to provision of deep understanding of meaning making. This is 
because communicative forms do not only affect the surface shape of meaning, but also 
impact the underlying meanings in any instance of communication. They represent 
specific choices which reflect social and subjective designs that come to life through the 
specific semiotic choices people embrace (Bezemer & Kress, 2008, 2015).  
Four theoretical assumptions underlie investigations of multimodal meaning 
making as a general field. First, meaning making is too complex to be reduced to the 
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use of language alone without consideration of other modes that people rely on (Jewitt, 
2009b). Because a material can only be considered as a mode when people use it to 
make meaning while interacting with each other, engaging in the processes of 
identifying, using and understanding modes requires consideration of the dynamic and 
contextualized practices surrounding meaning making in various settings and that 
includes recognizing the semiotic resources that people use in addition to language. 
Language is, thus, perceived as one of the modes that people rely on, in addition to 
others, for representation and communication “as part of complex sets of 
interconnecting forms of human semiosis” (Christie, 2005, p. 3).  
The second assumption relates to how modes in any instance of representation 
and communication work together to make meaning. Since “no text can exist in a single 
mode” (Kress, 2000a, p. 187), modes are usually combined in specific arrangements 
described as ‘multimodal ensembles’ (Kress, 2010). Because each mode in these 
ensembles has a specific function and serves specific purposes, “the meanings in any 
mode are always interwoven with the meanings made with those of other modes co-
operating in the communicative ensemble” (Jewitt, 2013, pp. 251-252). Any attempt to 
examine meaning making, thus, requires recognition of how meaning within 
multimodal ensembles is constructed and arranged using different modes (Jewitt, 2008). 
Examination of the complex interrelationships which exist between modes in 
multimodal ensembles is essential to highlight the communicative work assigned by 
meaning makers to each mode individually and in combination with other modes.  
The third assumption is related to the status assigned to meaning makers in 
studies of multimodality. As people engage in the dynamic process of meaning making, 
their agency as active sign makers is highlighted. According to Jewitt (2009b), the role 
that people play in orchestrating meanings through the specific choices they take to 
make meaning is emphasized within multimodal approaches to meaning making. Sign 
makers are seen as designers whose design and orchestration of meaning making is 
mediated by factors, such as their interests, contextual constraints, modal affordances 
and aptness of resources (Bezemer & Kress, 2015).  
These assumptions are relevant to the investigation in this case study. 
Considering the semiotic resources that presenters rely on to make their presentations is 
essential to support my examination of the literacy practices that underlie 
undergraduates’ engagement with English-mediated presentations in pharmacy. Despite 
the traditional status attached to language within EAP research as the most basic and 
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important means of communication, ignoring other semiotic resource which interact 
with language within multimodal ensembles that learners produce and engage with may 
lead to a fragmented understanding of meaning making in educational research. 
Research needs to open up to the full repertoire of communicational tools that learners 
rely on to make meaning in any instance of communication to understand the 
construction of meaning within multimodal ensembles and explore how language is 
used with other semiotic choices by meaning makers. Understanding these aspects 
paves the way for a deeper understanding of learners’ experiences with disciplinary 
demands in this context and can thus be used as an access point to improve our 
understanding of learners’ needs in this context.  
2.3.2  Social semiotic multimodality 
For this study, a social semiotic approach to multimodal meaning making is 
chosen to address the research questions in this thesis. The origin of this approach 
springs from Halliday’s (1978) theoretical view that language represents a semiotic 
system or “a conventionalized coding system, organized as sets of choices” in which 
choices are understood in relation to the other potentially possible choices which were 
not taken (Eggins, 2004, p. 3). Building on this theory, Kress and van Leeuwen (1996) 
extend the principles of SFL to explore how meaning is multimodally constructed. Their 
work, however, represents what Jewitt describes as “a looser reading of Halliday” that 
seeks to highlight “people’s situated choice of resources rather than emphasizing the 
system of available resources” to present detailed descriptions of meaning making 
(2009a, p. 29). 
        Basic concepts 
Three basic concepts underlie how this approach understands meaning making: modes 
and resources, context and sign-makers.  
  Modes 
Modes represent the materials through which meaning is conveyed. A mode is 
“a socially and culturally shaped resource for making meaning” (Bezemer & Kress, 
2008, p. 171). However, Jewitt (2009a, p. 22) notes that “in order for something to “be a 
mode” there needs to be a shared cultural sense of a set of resources and how these can 
be organized to realize meaning”. Modes entail regular features and organized patterns 
of use which have come to existence through culturally regular uses in specific contexts 
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(Kress, 2003). They are investigated because they serve as indications of the sign-
makers’ selective choices and interests.  
   Semiotic resources 
Within multimodal ensembles, meaning makers can choose to highlight certain 
resources over others depending on their needs, contextual demands and available 
affordances (Bezemer & Kress, 2008). According to van Leeuwen, semiotic resources 
represent 
the actions, materials and artifacts we use for communicative purposes 
……… together with the ways in which these resources can be 
organized. Semiotic resources have a meaning potential, based on 
their past uses, and a set of affordances based on their possible uses, 
and these will be actualized in concrete social contexts where their use 
is subject to some form of semiotic regime (2005, p. 285).  
Semiotic resources, therefore, are never static or fixed (Kress, 2010). For example, 
writing as a mode is associated with resources, such as font, colour and size. Meaning 
makers can choose to foreground or background some or all of these resources to make 
meaning.  
Because the process of sign making is always subject to the availability of 
semiotic resources and to the aptness of the resources to the meanings that the sign 
maker wishes to realize, semiotic resources are investigated to describe their potential 
for making meanings; how they have been used in the past, how they are used now and 
the possibilities they carry for future use (van Leeuwen, 2005). For instance, Bezemer 
and Kress (2008) investigate a corpus of learning resources in secondary school 
materials in science, maths and English from 1930s and 1980s, highlighting how the use 
of particular semiotic resources have changed within learning materials over time. 
Investigation of semiotic resources is pedagogically relevant because it can pave the 
way for “the articulation of principles applicable in the development of learning 
materials and environments” (p. 193). In addition to the valuable insight that examining 
changes among semiotic resources in educational materials can provide into our 
understanding of the situated nature of meaning making, the authors point out that it can 
also inform our understanding of “unused affordances of modes and media, which may 
not be apparent to sign makers” (p. 193). For this thesis, examination of the semiotic 
resources that learners choose to foreground or background provides invaluable insight 
on their experiences and literacy practices in this event. While learners work within 
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disciplinary demands and requirements, their chosen resources help to explore what 
they consider significant for their meaning making. 
   Context 
Context represents a key concept within this approach because it helps to 
illuminate the particular choices that people take while representing and communicating 
meaning. According to van Leeuwen (2005, p. 4), a context “may either have rules or 
best practices that regulate how specific semiotic resources can be used, or leave the 
users relatively free in their use of the resource”. Attention to contexts in investigations 
of multimodal meaning-making highlights the subtle ways in which meaning makers 
relate to specific contextual norms, expectations and demands of representation and 
communication in terms of embracing, manipulating or resisting situated norms and 
practices of meaning making. The importance of context is already acknowledged in 
social accounts of literacy which understand people’s engagement with reading and 
writing as situated practices.  
 Meaning makers 
Another significant aspect of this approach lies in acknowledging the agency of 
meaning makers. Bezemer and Kress describe meaning makers as an integral part of 
“the plethora of factors that make up the environment” and shape the process of 
meaning making (2015, p. 8). By noting that each mode in a multimodal ensemble “has 
been developed into articulated semiotic systems made up of networks of interlocking 
options or alternatives”, meaning makers are acknowledged as active agents in terms of 
the distinctive choices that they make in order to use “the most apt and plausible 
signifier for the expression of meaning in a given context” (Kress et al., 2001, p. 15). 
They engage in a complex and elaborate process of design or the “intentional 
deployment of resources in specific configurations” to serve their purposes and project 
their active role in shaping the materials needed to make meaning (Kress, 2000b, p. 
340).  
Looking at meaning makers as active agents is relevant to the social 
understanding of literacy adopted in this case study to examine participants’ 
engagement with oral presentations. Despite the general tendency within EAP research 
to consider genres as “dynamic, flexible, and open to change in response to community 
members’ needs and contextual changes”, there is a general recognition that genres are 
shaped by “differing degrees of choices and constraint” which learners need to 
recognize and address to participate successfully in their disciplinary communities (Lee, 
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2016, p. 99). In this way, investigating how learners make meaning requires attention to 
all their choices whether they comply with or violate the common norms and 
conventions they face. These choices shape and are shaped by their social practices 
while reading and writing and are therefore relevant to address the research questions in 
this thesis.  
2.3.3    Multimodality and social practices in educational research 
Although examination of multimodal meaning making within educational 
research tend to focus on younger learners, interests are growing in examining students’ 
semiotic choices within higher levels of education in which learners’ engagement in 
meaning making is mediated by their use of English as a second and foreign language 
(e.g., Nesi & Gardner, 2011; Roozen, 2009; Tardy, 2005). Studies, however, tend to 
examine learners’ semiotic choices by focusing on texts without much attention to their 
production practices thorugh which they have come to represent and communicate 
knowledge. Weiss (2014), for instance, examines the health-promotion materials 
produced by medicine undergraduates through considering how they communicate their 
knowledge in multimodal forms. While her examination focuses on analysing the 
produced materials, the analysis excludes the text makers and draws exclusively on her 
personal expertise as a medical doctor, a health sciences teacher and a social scientist to 
examine the semiotic choices that text makers project in their brochures. Textually-
based explorations which overlook meaning makers’ accounts of their semiotic 
practices and decisions threaten to offer fragmented understanding of the processes of 
meaning making among learners. Within genre studies, the negative impact of this 
fragmented understanding has been pointed out in relation to understanding how 
English is used for text-production (See 2.2.2). Exploring multimodal meaning making 
can enrich genre studies within EAP with a more in-depth understanding of how 
knowledge is represented and communicated in academic settings. Because genres are 
not always based on language alone, looking at semiotic choices in terms of textual 
structure and the practices of meaning making is invaluable to understand what genres 
are, how they are constructed and how they are produced and used.  
Within multimodal ensembles, modes and semiotic resources serve different 
purposes and identifying them can enrich educational research. In science classrooms, 
for instance, learning has been described as “a multimodal process drawing on image, 
action, and linguistic resources each of which does far more than illustrate the meanings 
realised through speech or written language” (Jewitt, Kress, Ogborn, & Tsatsarelis, 
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2000, p. 328). In line with research which calls for the need to investigate learners’ 
needs to inform pedagogical plans and address these needs, recognizing learners’ 
semiotic choices can be used to draw attention to preferred specific modes or 
combination of modes in different contexts. These can be used to help learners 
“replicate production practices as they are lived, used and understood in the workplace, 
in the home and on the street” (Pahl & Rowsell, 2012, p. 29). While writing is a 
traditionally preferred form of communication and assessment in academic settings, it is 
important to recognize that other semiotic forms are used in academic disciplines. Such 
recognition is detrimental to learners’ progress because their achievement is not only 
measured by being able to master linguistic codes needed to read and write, but also by 
being able to engage effectively with available and valued forms of representation and 
communication which differ from one genre to another. As norms and expectations 
differ from one discipline to another, learners are required to expand their semiotic 
repertoires of meaning making to establish themselves as active insiders in their 
communities.  
For this thesis, I look at seminar presentations as multimodal ensembles which I 
examine through focusing on participants’ accounts of their experiences with using 
language and slideshow design to represent and communicate their knowledge. These 
are significant not only to understand the social practices that underpin their 
engagement in this event, but also to highlight the meaning-making decisions that shape 
these presentations. The two theoretical angles used in this thesis are closely connected 
and, in fact, they complement each other. The use of a multimodal approach to meaning 
making in this case study extends our understanding of literacy in educational settings 
beyond learners’ mastery of technical skills associated with reading and writing to 
include the examination of how learners engage with “a set of social practices related to 
a set of signs which are inevitably plural and diverse” (Archer, 2006). This examination 
is vital to address the research questions in two significant ways. First, a focus on 
language alone will miss significant semiotic choices in multimodal texts which employ 
different semiotic resources. Second, in the same way that decontextualized 
linguistically-based textual analyses within needs analysis and genre studies have been 
questioned, the social practices that surround multimodal text production should also be 
examined and highlighted.  
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2.3.4  Multimodality in ESP/EAP 
Attention to meaning making beyond language has been around for some time 
within ESP/EAP research. Examples include Dubois (1980) who examines how 
presenters design their slides in biomedical conference papers. As their slides contain 
different semiotic means to support meaning making, Dubois points out how some 
presenters rely on their slides for communicating their knowledge while others preferred 
to place the greater responsibility on their audience to understand combinations of 
language, visuals, photographs and other means. Shalom (1993) also examines 
presentations within an ecology conference to explore how writing, visuals and talk are 
used. Working within a language-socialization frame, Johns (1998) investigates how an 
undergraduate is apprenticed into the norms and conventions of an economics class in 
relation to the student’s independent visual note-taking and its effect on her learning and 
engagement with activities such as writing and taking exams. Rowley- Jolivet (2002) 
investigates the different types of visuals used within a conference and their functions. 
Molle and Prior (2008) conduct a genre-based needs analysis and highlight out how 
students in three different disciplines appropriate multimodal meaning making as an 
essential element in undergraduate genres. Dressen-Hammouda (2008) examines how a 
geology student’ textual practices have helped him to engage with complex semiotic 
frameworks while doing field work. Roozen (2009) examines a student’s engagement 
with fan art and fiction across different activities and the use of this type of art to 
prepare for a graduate examination in English.  
These increasing interests in examining multimodal choices were hardly 
translated into dominant research focus or concrete decisions within EAP pedagogic 
practices. First, concerns with written genres continue to dominate EAP teaching and 
learning materials and practices, reflecting a language-focused agenda. Research 
questions, thus, continue to be framed within traditional language theories which tend to 
be geared to investigating written genres due to their importance in maintaining and 
extending academic growth. Moreover, these questions and interests show a biased 
preference towards analysis of texts as stand-alone products without seeking to 
understand the social practices behind their production or use (Belcher, 2006). In 
relation to ESP/EAP studies, examining multimodal meaning-making is consistent with 
the theoretical grounds in specialized areas of language teaching which originally 
developed as a reaction to the perceived inadequacy of general language teaching that 
did not seem to address learners’ interests or needs. As fields such as ESP and EAP 
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developed to face “conceptualizations of a general English language competence”, their 
understanding of language teaching and learning continues to grow beyond a linguistic-
based framework to include “a notion of language as more heterogeneous, dialogic, and 
situated, as a mosaic of registers and genres organized around specific domains of social 
practice-disciplines, professions, workplaces, recreation, home, and community/public 
life” (Prior, 2013, p. 519). Variation, thus, is seen to be an integral part of language use 
that needs to be addressed in language pedagogy.  
This variation surfaces in the semiotic choices that language users engage with 
to make meaning which Prior (2009) describes as a “routine dimension of language in 
use” (p. 27). In other words, as scholarly research increasingly acknowledges the 
complexity and multiplicity of meaning making, language teachers and researchers face 
the responsibility to develop their understanding and treatment of multimodal meaning 
making in order to assist learners in developing their communicative competence which 
includes language, but is not restricted to it (Royce, 2002). This responsibility is even 
highlighted in academic settings in which understanding “the multimodal nature of 
meaning-making in academic apprenticeship and professional life” is essential in order 
to “better prepare our students for their current and future academic and professional 
life” (Guo, 2004, p. 215).  
In relation to genre analysis within EAP, there is a tendency to restrict the 
definition of multimodal texts to digitally-mediated texts, such as blogs, web pages and 
emails (Nickerson & Planken, 2009). This tendency is even heightened by a focus on 
examining the structural design of these texts as decontextualized products. Although 
many of the emerging investigations of multimodality within ESP/EAP claim to seek a 
deep understanding of multimodal meaning making, “analyses have focused attention 
almost exclusively on texts, screens, and semiotic objects” while practices behind the 
production or use of these texts “are almost always inferred from, or imagined off, the 
pages, screens, and three-dimensional objects under analysis as opposed to being 
described through observational and ethnographic attention to the dynamics of situated 
semiotic activity” (Prior, 2013, p. 524). Texts continue to be approached as stand-alone 
products to examine their structures. While textually-oriented investigations are 
important to understand how texts are constructed and train the students consequently to 
produce them according to specific features and regulations, examining the practices 
surrounding multimodal text production is needed to explore “the scope, complexity, 
and pervasiveness of multimodal practice” (Shipka, 2013, p. 12). 
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2.4 Developing a Professional Identity 
Engaging with oral presentations in this thesis requires undergraduates to 
develop their professional identity to participate successfully in this event. While they 
are still participating as students under formal assessment, their participation is shaped 
by their attempts to identify and align with the professional community they are 
studying to join after graduation. To explore issues of identity, I draw upon two 
interrelated concepts. First, I discuss the concept of ‘community of practice’ as a 
window through which participants’ membership in their community is examined. 
Then, I look at what the concepts of identity and investment offer to understand the 
construction of identity among participants in this study.  
     Community of practice  
The concept of communities of practice is closely linked to investigations of 
social practices in learning because they associate learning with the social context in 
which it takes place. Communities of practice are defined as “the basic building blocks 
of a social learning system” (Wenger, 2000, p. 229). Looking at learning as a social 
process, a community of practice is characterized by three dimensions: mutual 
engagement, a joint enterprise and a shared repertoire.  
1. Mutual Engagement: Members of a community of practice “sustain dense 
relations of mutual engagement organized around what they are there to do” 
(Wenger, 1998, p. 74). This engagement paves the way for similarities and 
differences among members of the community in a way that brings to light how 
each member contributes to their community in specific and complementary 
ways.  
2. A Joint Enterprise: Members of a community of practice engage collectively 
in specific, meaningful activities. However, “[t]heir understanding of their 
enterprise and its effects on their lives need not be uniform for it to be a 
collective product” (p. 79). In other words, their joint enterprise is shaped by 
outside conditions and their responses to these conditions which are not 
necessarily uniform. It, thus, creates grounds for creativity and sometimes 
unpredictability in members’ contributions to their community.  
3. Shared Repertoire: As members of a community of practice engage in a 
specific enterprise, they make use of “routines, words, tools, ways of doing 
things, stories, gestures, symbols, genres, actions, or concepts” that form the 
repertoire of the community and distinguish it from other communities (p. 83). 
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Although these elements have established meanings within every community, 
they are, at the same time, open to new uses when needed.  
Learning in a community of practice represents “an interplay between social 
competence and personal experience” (Wenger, 2000, p. 226). In this interplay, 
competence in a community of practice is associated with a member’s ability to 
appropriate successfully the three dimensions above. Personal experience, on the other 
hand, represents a member’s engagement in practice which does not necessarily align 
with the concept of competence in the community. Learning in a community of practice 
entails a member’s ability to move forward with his or her practice in a way that allows 
them to claim control over social competence in their community. It starts with 
legitimate peripheral participation through which newcomers begin on the fringe as they 
learn from more knowledgeable and experienced members of the community (Lave & 
Wenger, 1991). Through this process, a learner is given the opportunity to develop 
gradually and assume more central and knowledgeable roles within the community in 
order “to be trusted as a partner …. To have access to [a shared] repertoire and be able 
to use it appropriately” (Wenger, 2000, p. 229).  
Putting in our minds that learners engage with their communities of practice 
gradually through a socialization process, there is an ongoing and inevitable interplay 
between the practices that learners bring with them to their communities and the 
practices they are required to recognize and embrace. Examination of this interplay is 
significant to understand learning within a community of practice because “[f]or 
individuals, it means that learning is an issue of engaging in and contributing to the 
practices of their communities. For communities, it means that learning is an issue of 
refining their practice and ensuring new generations of members” (Wenger, 1998, pp. 7-
8). As members engage with the practices of their community, they shape and are 
shaped by their communities. They are, thus, seen as active agents and not passive 
members in their community. 
The concept of ‘community of practice’ is relevant to explore the development 
of professional identity among the participants in this study. According to Duguid 
(2005, p. 113), members in this type of community “need not just acquire the explicit 
knowledge of the community, but also the identity of a community member” to be seen 
as active members. As students engage with pharmaceutical oral presentations and work 
with other members in this community, their work to develop as learners and 
professionals exceed the pharmaceutical knowledge they have acquired over the years 
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to include the ability to assume the identity expected from them in this literacy event. 
Assuming this identity was associated with practices, such as adopting an appropriate 
stance that conveyed sympathetic and non-judgmental attitude towards patients while 
presenting. Another practice appeared in demonstrating deep knowledge of alternative 
medications that took into account medications’ prices in relation to patients’ financial 
abilities. This identity is closely related to what is considered to be acceptable practices 
in reading and writing and what is seen as successful meaning making. As professional 
identity develops in relation to other members, rather than individually, investigation of 
how members interact with each other represent an important aspect of their experiences 
with literacy and meaning making.    
       Identity construction 
Participation in a community of practice depends on members’ ability to engage 
and suspend their identities in a way that allows them to engage in new practices, 
embrace new identities and position themselves differently in relation to other members 
of the community (Wenger, 2000). According to Duguid (2012), members of a 
community of practice do not only establish their membership through acquiring the 
community’s knowledge and practices, but also through developing an identity that 
would distinguish them as members of their community. Within educational settings, 
issues of identity are brought to light “as students go about forming and maintaining 
social relationships” in their communities (Preece, 2018, p. 10).  
Examining issues of identity surfaces regularly in social accounts of literacy 
(e.g., Barton & Hamilton, 1998; Heath, 1983; Pahl & Rowsell, 2006b). Considering 
identity as “the filter through which we present ourselves to the world” (Pahl & 
Rowsell, 2012, p. 119), investigation of issues of identity connects people’s personal 
world with the social context with which they engage. Identity can be defined as “the 
way a person understands his or her relationship to the world, how that relationship is 
constructed across time and spaces, and how the person understands possibilities for the 
future” (Norton, 2013, p. 4). In this way, identity is not a fixed or stable position 
adopted by a person. It is rather constructed over time as people go on with their lives 
and interact with others.  
Two theoretical constructs within studies of identity and language learning have 
been examined and are of relevance to this case study: investment and imagined 
communities. The construct of investment has been proposed to complement the 
psychological construct of motivation (Peirce, 1995). According to Norton and Toohey 
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(2011, p. 415), this construct “seeks to make a meaningful connection between a 
learner’s desire and commitment to learn a language, and the language practices of the 
classroom or community”. It highlights the relation between language learners’ identity 
and their commitment to learning which is dependent on their relation to the language, 
community and their desire to learn. This construct calls for reconsidering the 
importance given to motivation to determine the nature of language learners’ 
engagement in their learning because high motivation among learners is not necessarily 
transferred to actual achievement in language learning.  
The construct of investment is built upon economic metaphors (Bourdieu, 1991; 
Bourdieu & Passeron, 1977). Bourdieu and Passeron (1977) use the term ‘cultural 
capital’ to describe how different classes and groups in societies are characterized and 
distinguished by their knowledge, credentials and modes of thought whose cultural 
value is situated and dependent on their use and value within the social group. For 
Norton, the construct of investment  
signals the socially and historically constructed relationship of learners 
to the target language and their often ambivalent desire to learn and 
practice it. If learners ‘invest’ in the target language, they do so with 
the understanding that they will acquire a wider range of symbolic 
resources (language, education, friendship) and material resources 
(capital goods, real estate, money), which will in turn increase the 
value of their cultural capital and social power (2013, p. 6). 
Acquiring these resources sharpens learners’ awareness of themselves and shape their 
desires towards learning in a way that connects their memories of the past with their 
hopes for the future too (Norton & Toohey, 2001).  
Examining the construct of investment allows researchers to acknowledge the 
changing nature of language learners’ identities which combine the different valued 
assets of the social context and the individual targets and positions that shape learners’ 
engagement in their society. It recognizes the complex and changing identities of 
language learners whose development is closely connected to the interaction between 
the social context that learners find themselves in and the personal challenges they face 
(Norton & Toohey, 2011). Moreover, this construct is relevant to explore learners’ 
agency and active participation. According to Kramsch (2013, p. 195), Norton’s 
understanding of ‘investment’ “accentuates the role of human agency and identity in 
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engaging with the task at hand, in accumulating economic and symbolic capital, in 
having stakes in the endeavor and in persevering in that endeavor”.  
The concept of investment has been widely used in applied linguistics research. 
It was originally connected to examination of immigrants’ engagement in North 
American settings (e.g., McKay & Wong, 1996; Norton, 2013; Skilton-Sylvester, 2002) 
with increasing studies examining identity and its relation to language learning around 
the world (Mutonyi & Norton, 2007; Norton, 2015). Angélil-Carter (1997) employed 
the concept to examine literacy in academic settings. She points out that ‘investment’ 
“can usefully be broken down from its broad idea of investment in a target language 
such as English to investment in literacies, forms of writing or speaking …. discourses” 
(p. 268). She also notes that examining learners’ investment in literacy “is historically 
constructed and inextricable from relations of power in the wider society” (p. 269) 
because it can facilitate or hinder learners’ ability to embrace new discourses. Similarly, 
Norton (2015) notes how acknowledging and recognizing “the value of the linguistic or 
cultural capital learners bring to the classroom—their prior knowledge, home literacies, 
and mother tongues” can “impact the extent to which learners will invest in the 
language and literacy practices of their classrooms” and therefore mediate their 
participation in their communities (p. 380). 
The second theoretical construct is related to imagined communities and their 
associated imagined identities. Imagined communities refer to “groups of people, not 
immediately tangible and accessible, with whom we connect through the power of the 
imagination” (Norton, 2013, p. 8). These reflect the communities that learners aspire to 
join and the identity options that they may embrace to join these imagined communities. 
As Norton and Toohey put it, “[a]n imagined community assumes an imagined identity” 
(2011, p. 415). The construct of imagined community holds specific importance within 
Wenger’s view of communities of practice who associates learning within the 
community with active participation in the community’s activities and engagement with 
other members within the community. At the same time, Wenger points out that 
imagination can provide a valuable source of community membership for learners 
because it gives rise to the significance of specific imagined communities (1998). These 
imagined communities are as real as the real communities in which learners are 
involved on a daily basis and may even have a stronger effect on learners and their 
attitudes towards language learning (Norton, 2013).  
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Within literacy studies which examine issues of identity, Gee’s concept of using 
‘Discourses’ with a capital ‘D’ as an ‘identity kit’ has been widely used. According to 
Gee, Discourses refer to   
distinctive ways of speaking/listening and often, too, writing/reading 
coupled with distinctive ways of acting, interacting, valuing, feeling, 
dressing, thinking, believing with other people and with various 
objects, tools and technologies, so as to enact specific socially 
recognisable identities engaged in specific socially recognisable 
activities (2015, p. 171). 
Gee’s description shows that there is more than language at stake to assume a specific 
identity. For people to display a specific identity, there is a series of decisions and 
positions they need to take and adopt in order to assume specific identities within their 
social groups. Because Discourses are closely connected to the “distribution of social 
power and hierarchical structure in society” (P. 179), they appear as ideological stands 
that are not easy to resist or question among members of the community. Their power 
lies in the consequences that may occur with a person’s inability or unwillingness to 
assume the specific Discourses that s/he needs to relate to. Failing to display valued 
Discourses within a community can set the person as an outsider and prevents them 
from participating fully in designated activities.  
Both concepts of community of practice and identity are relevant to this 
investigation. Examination of the literacy practices that underpin undergraduates’ 
engagement in oral presentations and the semiotic choices they take to represent and 
communicate knowledge requires attention to how the participants in this study relate to 
the community they belong to and the community they aspire to join in their profession. 
It is also important to examine how participants in this event relate to the requirements 
and norms that shape oral presentations in a way that addresses their position as learners 
and developing professionals. These issues are integral to address the research questions 
because they shape and are shaped by how learners engage with oral presentations in 
this English-mediated setting.    
2.5 Oral Presentations in EAP 
Oral undergraduate presentations represent one of the genres which have not 
received extensive attention within EAP in comparison to research on written genres. 
This is despite the fact that undergraduates’ engagement in this genre is often seen as an 
essential part of students’ development in higher education as they are expected to 
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search for information and use their presentations to provide evidence of their 
developing knowledge and growing experience. Available research on speaking skill 
has pointed out some significant issues which are relevant to this thesis. Considerable 
attention, for instance, has been devoted to examining the value of a native-like accent 
in specialized language teaching. Early approaches considered a native-like accent as 
the norm that learners should be taught and encouraged to follow. Having a non-native 
accent was believed to disadvantage learners, hinder their engagement with their 
surroundings and question their ability to assume the cultural and symbolic capital 
needed for successful engagement with language learning (Kubota and Chiang, 2013).  
Concerns with learners’ inability to attain a native-like accent have been usually 
associated with investigations of English-speaking contexts. These views came under 
attack in later approaches with studies beginning to point out that absence of a native-
like accent does not necessarily hinder learners’ engagement with using the language. 
The significance attached to developing a native-like accent among learners was 
questioned because of the increasing awareness among scholars that it is more likely for 
second language learners to use the language with non-native speakers. For these users, 
developing their competence as language users was more important and relevant than a 
native-like accent (Feak, 2013). Learners’ practical needs came to be appreciated as the 
major drive to assess the value of a speaker’s accent and its effect on speakers’ use of 
the language and interaction with others.  
Competence came to be associated with the functional uses of language that 
allow learners to communicate efficiently with others in different environments 
regardless of their accent (Barrett & Liu, 2016; Mauranen, Hynninen, & Ranta, 2010). 
As a result, learners were encouraged to focus on their communication needs rather than 
to attempt to develop and adopt the standards of a native speaker who may not even be 
available in their context as in this thesis (Charles, 2007). An example appears in 
Lima’s (2016) quantitatively-driven examination of the relationship between Chinese 
learners’ foreign accent and comprehensibility in oral presentations within an American 
academic setting. Her study points out that not only there was no correlation between 
presenters’ accent and comprehensibility, but also that accent had no considerable effect 
on how Chinese speakers were assessed by their Chinese and non-Chinese audience.   
In terms of learners’ level of education, available research on English language 
learners’ oral presentations is mostly concerned with advanced levels of proficiency 
within formal settings such as academic and conference presentations (e.g., Kim, 2006; 
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Kmalvand, 2015; Kunioshi, Noguchi, Hayashi & Tojo, 2012; Morton, 2009; Rowley-
Jolivet, 2002). Studies on oral presentations have covered a variety of topics, such as 
analysis of linguistic features (e.g., Fernández-Polo, 2014; Kao & Wang, 2014; Zareva, 
2011a, 2016), investigation of differences between presenters’ performance in L1 and 
L2 (Hincks, 2010), apprenticeship into oral academic discourses (Morita, 2000; Zappa-
Hollman, 2007), the relation between written discourse and talk (Webber, 2005), needed 
skills and difficulties in academic listening and speaking (Kim, 2006), comparing 
between native and non-native presenters (Rowley-Jolivet, 2002), investigating 
multimodal literacy and numeracy practices among international students (Alyousef, 
2013), comprehensibility and liveliness in non-native student oral presentations and 
analysis of moves (Kunioshi et al., 2012). Less attention is devoted to younger and less 
advanced L2 speakers. Gwee and Toh-Heng (2015), for example, examine high school 
students’ engagement with video review of their oral presentations in formal and 
informal settings. 
Many of the available studies on oral presentations have been concerned with 
second/foreign language speakers operating within contexts in which English is used as 
a lingua franca “which is with an international study body for an international audience” 
(Barrett & Liu, 2016, p. 1252). Other studies have also begun to examine this genre in 
other contexts. For example, Brown and Adamson (2014) explore the perspectives and 
expectations of a group of Japanese faculty in English-medium content classes in a 
Japanese university. They highlight the effects of local academic norms on EAP 
classroom practices within a variety of activities, including oral presentations. In 
Taiwan, Chou (2011) examines learning strategies used by French major college 
students while engaging with group and individual oral presentations, and the effect of 
these strategies on the development of speaking skills among these learners. 
Baumgarten (2016) adopts a longitudinal study design that examines the use of 
multiword sequences among second language users in their oral presentations. In 
addition to using quantitative surveys, the author relies on qualitative interviews and a 
socially grounded perspective on second language learning to examine learners’ habits 
of language use and socialization patterns.  
In relation to examination of multimodal meaning making, there is currently an 
acknowledged limited availability of data on students’ multimodal texts in higher levels 
of education (Levy & Kimber, 2009; Matusiak, 2013) with few studies examining the 
multimodal nature of texts within oral presentations. For example, Rowley-Jolivet 
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(2002) examines the use of visuals in conference presentations to support 
comprehension and compares these visuals to the published proceedings of the 
conference in order to assess their use in these two different genres. Tardy (2005) traces 
the expression of disciplinary knowledge and individuality among multilingual graduate 
student writers in an American university through vocabulary, structures, visuals and 
colour choices while highlighting the opportunities that coordinating PowerPoint slides 
with talk provides for presenters that may not be available in written genres. Zareva 
(2011b) also examines what novice international graduate student presenters consider to 
be effective PowerPoint slides and compares their views with expert views in relation to 
organization, style and typography as essential elements of design. Morell (2015) 
examines the use of verbal, written, non-verbal materials and body language in 
multimodal academic discourse of oral presentations. This examination aims to explore 
how effective communication can be enhanced among multilingual academics using 
English as a Lingua Franca. Zhao and Van Leeuwen (2013) investigate the effect of 
using PowerPoint as a semiotic technology in cultural studies lectures and their 
pedagogic effects. Zhao, Djonov and Van Leeuwen (2014) adopt a multimodal social 
semiotic approach to understand the relation between semiotic technology and its use 
through close examination of slideshows, PowerPoint as a software and PowerPoint-
supported presentations.  
Current investigations attempting to examine multimodal meaning making in 
oral presentations tend to remain faithful to the prevalent EAP traditions of textual 
analysis, focusing on texts as stand-alone products with minimum investigations of the 
situated nature of their production. Despite the potentially pedagogic benefits associated 
with textual analysis, we need to support this type of analysis with thorough 
examination of how these texts come to existence. Available studies, however, tend to 
overlook the importance of highlighting the sign-makers’, i.e. learners’ perspectives and 
experiences in how they engage with their presentations. This tendency has led to a 
considerable gap in our understanding of the multimodal practices that learners draw 
upon to participate in this activity and the multimodal nature of academic presentations, 
especially in scientific disciplines in which meaning making is classically 
acknowledged to utilize different modal choices (Kress et al., 2001).  
Within ESP/EAP traditions, the practices underlying multimodal meaning 
making are often inferred from texts rather than through empirical in-depth 
investigations (Prior, 2013). There are many reasons that have led to this status in 
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relation to the limited range of research on oral academic presentations as an 
independent genre. Methodological issues are especially challenging. We cannot ignore 
the difficulty associated with video/audio-recording and transcribing spoken genres and 
the complexity involved in managing the data involved in this type of investigation 
(Hyland, 2009). Furthermore, researching practices that surround literacy requires 
ethnographic methodologies that may not be acceptable or accessible in some contexts, 
especially where literacy is associated with a skill-based understanding of reading and 
writing without acknowledging the use of other semiotic means or recognizing its 
situated nature and implications on the learners. In addition, ethnographic methods may 
not be seen as appropriate or acceptable within hard-to-reach contexts in which cultural 
and religious sensitivities shape people’s engagement with their daily lives, including 
educational practices. These issues are relevant to this study and will be discussed in the 
next chapter as I describe the methodological choices taken to answer the research 
questions in this thesis. 
2.6 Chapter Summary 
As EAP research interests continue to grow, there is an urgent need to 
reconsider some of its well-established and taken-for-granted concepts. In this chapter, I 
explored theoretical concepts which are relevant to address the research questions in this 
thesis. These include the need to support the growing understanding of learners’ needs 
with a broadening agenda that takes into account the social practices learners engage 
with in valued literacy events. In addition, I looked at research within genre studies and 
the attention that has been given to texts as stand-alone products and the social contexts 
in which genres are produced and used. In this regard, I discussed the use of the new 
literacy studies to examine the literacy practices in this event that shape presenters’ 
engagement with oral presentations and social semiotic multimodal approach to 
examine meaning making in this study. The chapter also looked at the interrelated 
theoretical concepts of community of practice, identity, investment and Discourses to 
examine the development of professional identity among learners. The chapter was 
finally concluded by surveying available literature on oral presentations as an 
independent genre and examining the gaps in the literature that this thesis attempts to 
address. In the next chapter, I will examine in detail the methodology adopted to 
conduct this study.    
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Chapter 3 Methodology 
3.1 Introduction 
 In this chapter, I will discuss the research methodology used in this thesis. The 
chapter first starts by an overview of qualitative case study research. The discussion will 
also include a description of participants in the study and how access to the research site 
has been obtained. After that, I will discuss the data-collection techniques I have relied 
on and the analytic framework I followed to analyse the collected data. The chapter is 
concluded by discussion of some of the challenges that I faced and how I attempted to 
enhance the rigour and trustworthiness of this study.  
3.2 Paradigm 
This study is underpinned by an interpretivist paradigm which understands 
reality as socially constructed. According to Glesne,   
The ontological belief that tends to accompany interpretivist traditions 
portrays a world in which reality is socially constructed, complex, and 
ever changing. What is of importance to know, then, is how people 
interpret and make meaning of some object, event, action, perception, 
etc. These constructed realities are viewed as existing, however, not 
only in the mind of the individual, but also as social constructions in 
that individualistic perspectives interact with the language and thought 
of the wider society. Thus, accessing the perspectives of several 
members of the same social group about some phenomena can begin 
to say something about cultural patterns of thought and action of that 
group (2011, p. 8).  
 I relied on a case study approach, employing ethnographically-oriented 
qualitative research methods to explore how Year-five female undergraduates at a Saudi 
Arabian university engage with oral presentations in pharmacy. This exploration 
examines the literacy practices that underpin undergraduates’ engagement in this event 
and highlights the specific semiotic choices they draw upon, in addition to language, to 
represent and communicate disciplinary knowledge. The use of ethnographically-
informed qualitative methods is appropriate for this study because of their relevance to 
social accounts of literacy in which  
[t]he principal empirical methodology inherent in an ideological model 
of literacy is that of ethnography, involving both observation of the 
practices surrounding the production of texts – rather than focusing 
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solely on written texts – as well as participants’ perspectives on the 
texts and practices” (Lillis & Scott, 2008, p. 11).  
These methods facilitate the examination of how learners engage with a specific literacy 
event in this academic setting, considering their perspectives and experiences while also 
highlighting how this engagement is socially situated in this context and how meaning 
is multimodally made.  
However, an ethnographic perspective was adopted, in contrast to undertaking an 
ethnography, in order to take “a more focused approach (i.e. do less than a 
comprehensive ethnography) to study particular aspects of everyday life and cultural 
practices of a social group” (Green & Bloome, 1997, p. 183). According to Mackey and 
Gass (2005, p. 169), the value of ethnographic approaches is undeniable “when not 
enough is known about a context of situation”. This is especially important in this study 
with the scarcity of research that offers in-depth description of the social context in 
educational settings in relation to language teaching and learning in Saudi Arabia. As 
Heller puts it,  
[f]undamentally, ethnographies allow us to get at things we would 
otherwise never be able to discover. They allow us to see how 
language practices are connected to the very real conditions of 
people’s lives, to discover how and why language matters to people in 
their own terms, and to watch processes unfold over time. They allow 
us to see complexity and connections, to understand the history and 
geography of language (2008, p. 250).  
For my study, I relied on data-collection tools which would allow to provide in-depth 
exploration of this case. These tools include observing the seminar sessions, engaging 
with different members in this community through recurrent and informal 
conversations, participating in one of the practice sessions that presenters held to 
rehearse their presentations and collecting relevant and accessible documents. I used 
these tools to familiarize myself with the research site and familiarize members of this 
community with who I was and the purpose of my study, aiming to establish myself in 
this community in accordance with available and accessible data. 
3.3 Case Study 
A qualitative case study approach is adopted to answer the research questions 
stated earlier (See 1.4). The term refers to empirical investigations of particular 
phenomena within their real-life context (Yin, 2003). Case study research has been 
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described by some qualitative researchers as a method on its own “typically useful for 
answering ‘how’ and ‘why’ questions” because of its exploratory nature that allows 
close interaction with participants (Stewart, 2014). It has also been described as a 
research strategy that “involves an empirical investigation of a real phenomenon” 
(Robson, 1993, p. 146). As a qualitative approach, it is associated with in-depth 
investigation that employs qualitative techniques to collect data and examine the case.   
Case study research is characterized by a “a focus on the unit of investigation – 
rather than on the methodological execution of a particular set of methods” (Stewart, 
2014, p. 147). According to Stake (1998), this type of research requires approaching a 
clearly bounded and integrated system in which the working parts show consistency and 
order in the behavioural patterns of its participants. Because the system under 
investigation is bounded, case study research tends to be small in scale. Early case study 
research was connected with ethnographical studies of remote cultures. In these studies, 
researchers relied on prolonged engagement in research sites to provide detailed 
descriptions of these cultures (e.g., Malinowski, 1913). This prolonged nature of 
engagement continues to represent a key aspect of case study research without being 
confined to conducting full ethnographies.   
In terms of data collection tools, case study research is flexible because it allows 
the use of tools, such as observation, interviews and document collection (Glesne, 
2011). This flexibility paved the way for researchers in many disciplines, such as 
economics, history, politics and education to rely on case study research and address a 
wide range of topics and problems. Using different research methods, however, need to 
be appropriately planned and set to suit the topic under investigation (Stewart, 2014; 
Yin, 2003). Case studies are differentiated through the particular methodological 
choices that researchers take in relation to what is put under investigation (Stake,1998). 
This thesis is linked with ethnography because of its use of research methods commonly 
associated with ethnographic research tools. These include observation, interviews, 
research journal and artefacts collection (Table 3.1). These methods do not stand 
independently of each other, but they are used together to develop a better 
understanding of the case by examining different angles of the literacy event under 
investigation.  
3.3.1  Challenges in case study research 
Despite its flexibility and appropriateness to investigate a wide range of topics, 
case study research raises considerable concerns in relation to the issue of 
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generalization. Since it is often linked with small-scale investigations, such research 
aims at providing in-depth investigation of the case and exploring its uniqueness 
through highlighting the distinguishing characteristic features that set the case apart 
from others (Simons, 2009). Rather than attempting to generalize from a specific and 
unique case study, the researcher aims at understanding the case as deeply as possible. 
Communicating this understanding, in turn, requires attention to the fine details and 
special features that make a case different or unique. Despite the fact that generalization 
may not be possible in relation to other cases in other contexts or even in the same 
context, Yin (2003) points out that case study research is potentially useful in providing 
the grounds for generalizability when taken to address issues of theoretical concepts. It 
enables researchers to approach their research interests and sites without being closely 
framed by previously-formulated assumptions that usually shape and govern 
quantitative research. Case study research, thus, entails an element of discovery and 
open-mindedness, consistent with the nature of qualitative research.  
 Although case study research aims at providing in-depth and detailed 
investigation of particular social phenomena, it is not possible for any research to 
understand all aspects of a case regardless of how small or focused it is in scale. 
Researchers are rather advised to be transparent in their works by aspiring to offer 
detailed analysis of specific aspects of the case that relate to the purpose of the research. 
As Stake (1998) recommends, choices in case study research are rather strategic and 
should be stated clearly for the reader to appreciate the analysis. While maintaining that 
“not everything about the case can be understood”, Stake notes that the researcher 
should focus on deciding what needs to be highlighted and the reasons for doing that (p. 
93). It is indeed these strategic and particular choices that give case study research its 
value which “lies in its ability to draw attention to what can be learned from the single 
case” (Schram, 2006, p. 107). This is even apparent in the final report through which a 
case study is presented which tends to offer detailed description of the case (Glesne, 
2011). 
 Though a case study may not be applicable to other cases or contexts, it can be 
used to shed light on different aspects of the social phenomenon under investigation and 
develop our understanding of it. For my thesis, I aim to explore how year-five female 
undergraduates engage with seminar presentations in pharmacy. Focus will be directed 
towards exploring the social practices that underpin their engagement in this event and 
the semiotic choices they highlight. As this thesis is informed by a situated  
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Table 3.1 Data Collection Instruments 
Data Collection 
Instruments 
Data Length Frequency 
Observation Detailed observational fieldnotes 
written during each of the three 





180 minutes  
Once weekly 








I was invited to attend the practice 
session organized by the presenters 
participating in the second seminar 
session to rehearse their presentations. 
I kept detailed notes about this session 
to record how presenters finalized 
their preparations before presenting in 
front of the course convenor, what 
their priorities were and their 
relationships with each other 









Audio-recorded interviews with 8 
undergraduate presenters 











twice each.  
Informal 
conversations 
Short, informal conversations with 
different members of this community, 
including teachers, undergraduates 
and administrative staff. I wrote what 
I remembered from these 
conversations within the research 
journal at the end of each of the days I 




the study  
Research 
Journals 
I kept a journal in which I wrote my 
reflections and memos from 
observations, interviews, conversations 






Samples or screen prints of relevant 
materials: 
• Online Course description 
• (Appendix E) 
• Participants’ presentation slideshows  
• Course guideline (Appendix F) 





understanding of literacy, the investigation provides an in-depth exploration of literacy 
practices in this event which may not be generalizable to other events, but can be used 
to offer valuable insights at learners’ engagement in similar events and contexts. 
3.4 Setting and Participants 
3.4.1 Setting 
 In Saudi universities, separate campuses are assigned for male and female 
students. This case study was conducted in the College of Pharmacy within the female 
students’ campus in one of the major universities in Saudi Arabia. In this university, 
male and female campuses are not usually located near each other except for campuses 
assigned for medically-related colleges which are adjacent to each other. Many teachers 
and trainers work in both campuses and benefit from this adjacent location in 
facilitating their movement between classes and labs. Observations of seminar 
presentations took place in the assigned year-five classroom in the College of 
Pharmacy. Semi-structured interviews were conducted in one of the available and 
unoccupied offices in the College.  
3.4.2 Participants  
Eight presenters volunteered to participate in this study. The participating 
presenters volunteered through the year-five group leader to participate in the study 
(Table 3.2). These presenters were all residents in the same city in which the university 
is located except for Rahaf who came from the northern region of Saudi Arabia to study 
her bachelor’s degree after finishing high school in her hometown. All presenters joined 
the College of Pharmacy after they finished their Preparatory-Year Programme 
immediately except for Fatin who joined the College of Medicine first. After studying 
there for one year, she transferred to the College of Pharmacy because of her growing 
interest in pharmaceutical sciences.   
3.5 Data Collection 
Aiming to explore the literacy practices that underpin participants’ engagement in 
seminar presentations, there is need to utilize available research methods to explore the 
social practices and meaning-making decisions that surround representation and 
communication of knowledge among participants. This qualitative case study employed 
ethnographic methods to collect the data, including observation, interviews, research 
journal and artefacts collection to explore “the cultural meanings and beliefs the 




         
Table 3.2 Overview of Participants' Presentations 
Participant Title of presentation Topic 
Salwa Canagliflozin A newly-approved drug to treat kidney problems in relation to 
type 2 diabetes. 
Maram Obesity Types, causes and health risks associated with obesity. 
Samya Counterfeit Medicines Awareness Problems associated with fake drugs. 
Fatin Poly Cystic Ovarian Syndrome A common syndrome among females. 
Rahaf Trichotillomania A rare hair-pulling disorder. 
Hind Treatment and Prevention of Chemotherapy 
Induce Nausea and Vomiting 
Treatment of nausea and vomiting resulting from chemotherapy 
treatment. 
Lamar Onychomycosis Fungal infection of nails. 






However, an ethnographic perspective was adopted rather than a full ethnography 
which takes “a more focused approach (i.e. do less than a comprehensive ethnography) 
to study particular aspects of everyday life and cultural practices of a social group” 
(Green & Bloome, 1997, p. 183). According to Mackey and Gass (2005, p. 169), the 
value of ethnographic approaches is undeniable “when not enough is known about a 
context of situation”. This is especially important in this study with the scarcity of 
research that offers in-depth description of the social context in female educational 
settings in relation to language teaching and learning. As Heller puts it,  
[f]undamentally, ethnographies allow us to get at things we would 
otherwise never be able to discover. They allow us to see how 
language practices are connected to the very real conditions of 
people’s lives, to discover how and why language matters to people in 
their own terms, and to watch processes unfold over time. They allow 
us to see complexity and connections, to understand the history and 
geography of language (2008, p. 250). 
3.5.1  Access 
Access to the research site was obtained through two stages. The first stage 
occurred in 2014 when I emailed the Vice Dean for Graduate Studies and Scientific 
Research in the College of Pharmacy to gain initial approval to visit the College, 
introduce myself and conduct the study. The ethics Application forms in Lancaster 
University and the host university were prepared before the course took place.  
The second stage started with my first visit to the female campus in the College 
on October 20th. I met the Vice Dean of the College of Pharmacy for the female campus 
and provided her with a list of all the forms regarding my study and introduced myself 
as a researcher and a teacher in the Preparatory-Year Programme at a different campus 
in the university. These forms included Lancaster University ethics approval forms 
(Appendix H), an overview of the research project (Appendix I), identification letter 
from the scholarship provider (Appendix J), information sheet for presenters (Appendix 
K), information sheets for teachers (Appendix L), consent form for presenters 
(Appendix M) and consent form for teachers (Appendix N).  
Gaining the Saudi institutional approval to conduct this study required more 
time than was originally anticipated because a new Vice Dean for Graduate Studies and 
Scientific Research was appointed by the time of my visit to the College which required 
me to reintroduce myself and the study. Additionally, the depth of the study was 
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affected by students’ mid-term exams which took place during my stay. Furthermore, 
some of the teaching and administrative staff, including the course convenor, were 
involved in the College’s work to acquire official accreditation during my data-
collection period. Despite my two-month stay in the site, the necessary approvals were 
only obtained by the end of the first month. Because of that, I was only able to attend 
the last three seminar sessions of the course (Table 3.3).  
        
       Table 3.3 Participating Presenters 








   1 November, 11th   6  4 
   2 November, 18th   6  3 
   3 September, 16th   5  1 
 
After obtaining the required permission from different departments, I contacted 
the course convenor who had been previously informed of my presence and the purpose 
of my visit. I was invited to attend my first seminar session and provide him with hard 
copies of all the forms I had already emailed to the Vice Dean. The teacher advised me 
to contact the year-five group leader and seek her help with finding out where and when 
the sessions would take place. I arranged a meeting with the group leader to introduce 
myself and the purpose of my study and ask for her help to contact and recruit 
presenters. She offered to work as a connection between me and the presenters and ask 
for volunteers after each seminar session. Her assistance was invaluable because many 
of the presenters wore face veils during their presentations, making it difficult for me to 
recognize them afterwards. 
I had a brief meeting with the course convenor before attending my first seminar 
session on November, 11th. I discussed the purpose of my study and its relation to 
English language teaching. The course convenor was particularly concerned with 
ensuring that students were well-informed of the study and its purpose before asking for 
their participation. He also discussed with me how I intended to protect participants’ 
privacy. Before the beginning of the session, he introduced me to the students and 
encouraged them to cooperate with me as much as they could. At the end of the session, 
the course convenor left the classroom after calling me to introduce myself and explain 
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my study. I gave a brief description of the project and distributed copies of the overview 
of the project, information sheets and consent forms which contained my contact 
information. The information sheets and consent forms were offered in English and 
Arabic to ensure maximum understanding of my project and its purpose. Two other 
sessions were attended on November 18th and December 16th.  
The group leader arranged for me to meet nine volunteering presenters, but I was 
able to meet only eight presenters as one of the students did not attend the scheduled 
interview and declined to schedule another one. Two presenters agreed to participate in 
a second interview which helped me to discuss my initial understanding of the collected 
data. Before each seminar session, the presenters usually held a practice session in the 
morning which lasted from 8:00 am to 10:00 am in which they rehearsed their 
presentations in front of each other. The presenters of the second session asked me 
through the group leader to attend their practice session. The request seemed to be 
encouraged by my work as an English language teacher. They asked for help with 
editing their slides and revising their language. Five students participated in that session 
and only one of these students volunteered to participate in the study afterwards. 
3.5.2  Data Collection Methods 
    Observation  
Observation provides a prolonged engagement in research sites in order to 
investigate the micro-and macro-contexts in which participants operate (Watson-Gegeo, 
1988). Within the available time, I followed the advice offered by Richards, Ross, & 
Seedhouse who point out that “researchers should immerse themselves in the relevant 
social world in order to develop a rich, situated understanding of it and of how it is 
constituted through its members” (2012, p. 33). They also note that any understanding is 
always contextualized and situated and should go beyond the surface appearance of 
things because researchers are required to explore “not only what is far from obvious to 
a casual observer but what may be hidden from the members themselves” (p. 33).  
Two types of observation were employed in this thesis (Thomas, 2011). The first 
one was structured observation in which I identified specific types of behaviour that 
were relevant to my investigation including actors, activities, events and time (Spradley, 
1980). The second type was unstructured observation through which I attempted to 
immerse myself in the research site as much as possible to “watch informally (but 
methodically) in and among recording important facets of what is happening” (p. 165). 
Both types were important for my study because they allowed me to explore different 
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aspects of participants’ engagement in this literacy event. Within each seminar session, I 
kept detailed fieldnotes that described elements such as the spatial organization of the 
classroom, how each session started, how presenters initiated their presentations, what 
students in the audience were doing during these presentations, how the course 
convenor’s feedback was initiated and how seminar sessions were concluded. At the 
same time, my fieldnotes attended to aspects of this literacy event whose significance 
emerged as I immersed myself in the research site, such as students’ movement at the 
back of the classroom during seminar sessions, students’ comments on their colleagues 
while they were rehearsing or presenting and the interactions between different 
members of this community.  
My observations beyond the seminar sessions were geared towards the physical 
setting in the College of Pharmacy where I looked closely at the corridors and other 
classrooms in which the year-five students informally worked together to make, 
rehearse and discuss their presentations. Following Silverman’s note with regard to the 
benefit of observational data to understand how organizations are structured, I used my 
observations to examine how students interacted with each other and with the teaching 
and administrative staff (2014). Moving around the College allowed me to become a 
familiar face among members of this community. This created a sense of familiarity and 
trust among students towards my presence in the College which I believe encouraged 
participants to take part in my study.  
I stand by the suggestion that “in a sense, all social research is a form of 
participant observation, because we cannot study the social world without being part of 
it” (Atkinson & Hammersley, 1994, p. 249) (emphasis in original). My participation in 
the research site was informed by my position as an insider and outsider in this case 
study. I was an insider in terms of being a teacher in the same university in the 
Preparatory-Year Programme at a different campus. I was able to relate to many of the 
experiences and challenges they described. My expertise as an English language teacher 
proved invaluable to bring me closer to students in the College. The practice session 
which I was invited to attend through the group leader enabled me to offer help to 
students that related to my expertise as an English language teacher (See 3.5.1). 
Furthermore, participating in that session helped me to note some relevant aspects that 
would have been inaccessible otherwise. For example, this session highlighted how 
presenters prioritised the challenges they faced to prepare for their presentations. I was 
also frequently approached by different students from different year groups in the 
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College throughout the study period who were seeking advice not only in relation to 
working on their assignments, but also improving their English language skills while 
some students were asking me about my experience with studying abroad.  
Writing the observational fieldnotes was challenging, especially since I was not 
an experienced qualitative researcher. The suggestions and advice given by the 
ethnographers in Walford (2009) were particularly useful because they provided 
examples of how ethnographers approach the writing of their ethnographic fieldnotes 
and address challenging issues around them. I found two issues to be particularly 
challenging: a) the potential impact of writing these notes on participants while they 
were presenting and b) recording detailed and condensed notes of these scientific 
presentations.  
Because outsider observation is often associated with assessment and evaluation 
in the Saudi educational context, I relied on the explanations provided in the 
information sheets and my informal conversations with different members of this 
community to mitigate the potentially disruptive nature of my presence as an outsider 
during seminar sessions. With this in mind, I did not feel comfortable about writing 
down my observations during the seminar sessions because I was afraid that I would 
distract the presenters while they were presenting. As a result, I chose to physically 
locate myself at the back of the classroom where the observed seminar sessions took 
place. While this location restricted my ability to take note of significant aspects of the 
event taking place at the front of the class, the loss was offset by minimizing any 
negative effects of my presence as an outsider observer and allowed me to write my 
notes in a way that would not distract any of the presenters.  
In relation to the content of these notes, I wanted to include as much as I could 
within my observational fieldnotes to facilitate my examination of this literacy event. 
My notes were not always organized and at times appeared as lists of disconnected 
sentences and bulleted points. After each seminar session, I would go to the office 
which I was offered to conduct the interviews and sit to add to my notes, while my 
memory was still fresh, the points that I could not record immediately. This was also 
helpful for highlighting the issues that required my participants’ help in understanding 
my notes. The content of my observational fieldnotes was also impacted by the 
scientific nature of these presentations. Because I had not worked in the College before 
and I was not familiar with the content of the observed presentations, I relied on 
students’ help to clarify unclear technical details in my fieldnotes. For example, the 
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elaborate, scientific nature of some topics was challenging for me and I could not 
always understand what presenters or the course convenor were saying. I worked 
around this issue, by asking students to explain during our interviews the points that 
were not clear to me.   
     Semi-structured interviews  
While observation offers invaluable outsider’s perspectives, interviews highlight 
insiders’ perspectives to enhance the ethnographic orientation of this study. According 
to Heller (2008, p. 255), interviews provide explanatory data which support observation 
and “connects practices to people’s accounts of why they do what they do”. They are 
used as “a source of witness accounts…..and as supplying evidence about informants’ 
general perspectives or attitudes” (Hammersley, 2006, p. 9). Within a situated 
understanding of literacy, participants’ accounts shed light on common cultural norms, 
feelings, attitudes, identities and relationships (Street & Lefstein, 2007).  
For this study, participants’ accounts were invaluable to examine the literacy 
practices they drew upon to participate in this event. While interviews provide deep 
“insights into people’s experiences, beliefs, perceptions, and motivations” (Richards, 
2009, p. 187), they represent interactional tools whose use cannot be separated from 
those involved in making them (Edley & Litosseliti, 2010). I approached interviews in 
my study as a “a co-constructed social exchange” (Dörnyei, 2007). In addition to 
providing participants with an opportunity to describe their experiences and challenges, 
these interviews helped me to continuously examine and understand my observational 
data throughout the study period. The interviews were audio recorded and were mainly 
conducted in Arabic because participants tended to use their native language to 
communicate beyond their studies. In addition to the fact that conducting the interviews 
in English was not essential to address my research questions, I believe that 
communicating in Arabic in this study allowed the participants to engage in these 
interviews and describe their experiences without the limitations that may result from 
communicating in an additional language.   
     Informal Conversations  
Short, unrecorded conversations were conducted with different members of this 
community, including the year-five undergraduates, undergraduates in other year 
groups, the course convenor, some members of administrative staff in the College and 
teachers of other subjects. These were carried out throughout the study period mainly 
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around the year-five classroom, the library and the Vice Dean’s office. I used these 
conversations to familiarize myself with the College and its organizational structure and 
members. These conversations were also useful to familiarize members of this 
community with my presence and my study and its purposes.   
     Research journal 
I kept a journal of my daily reflections and memos to record “ideas, reflections, 
thoughts, actions, reactions, conversations and so on” (Thomas, 2011, p. 164). 
Considered as “representing the personal side of fieldwork” (Spradley, 1980, p. 71), I 
used my research journal to continuously reconsider my earlier assumptions and 
understanding of this event. In addition to keeping track of my developing 
understanding of the case, my notes also played an important role in shaping my 
interviews and conversations with members of this community.  
    Artefact collection 
To support this investigation, I collected a number of relevant documents from 
the year-five group leader. These documents shed illuminating light on the topic under 
investigation and they included the course online description (Appendix E), the course 
guidelines (Appendix F) and the course evaluation form (Appendix G). Because these 
documents serve as “objects or symbols inscribed by a collective attribution of 
meaning” (Bartlett, 2008, p. 35), examination of their use and their meaning among the 
participants of this study shed light on the situated nature of literacy in this case. They 
supported my understanding of the event and informed my interview guides.   
3.5.3   Notes about data collection  
As this case study adopts a social account of literacy, it utilized data collection 
methods commonly used in this type of research. There were, however, other methods 
which, albeit their increasing use in scholarly research on literacy and multimodality, 
were not available in this case study. Research studies associated with literacy tend to 
increasingly employ photographic data because of their potential benefit in examining 
social practices surrounding literacy events (e.g., Dickie & McDonald, 2011; Janks & 
Comber, 2006; Mandleco, 2013). They can facilitate discussions of literacy practices 
among participants (Mandleco, 2013). Photographic and video data also support 
observation of physical settings within research on multimodality (Nicholls, Mills, & 
Kotecha, 2014). Specific details of multimodal ensembles are, therefore, documented in 
educational research in a way that provides valuable evidence to support investigations 
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of meaning making (e.g., Bezemer, 2008; Hood & Forey, 2005; Littleton, Twiner, & 
Gillen, 2010; Querol-Julián & Fortanet-Gómez, 2012; Roth, 2000; K. S. Tang, 2013). 
Examination of meaning making in classrooms often include data containing “a mixture 
of video recordings, field-notes, materials and texts used during the interaction, 
participant interviews, and possible policy documents and other texts” which are 
relevant to the object of study (Bezemer & Kress, 2008, p. 7). This variation of data 
serves to capture the intricate details needed to carry out in-depth analysis of how 
people represent and communicate knowledge and interact with each other. 
In this case study, however, use of video and photographic data was not 
available for a number of reasons. First, cultural and religious sensitivities of this all-
female setting eliminate the possibility of capturing participants’ images because 
publicizing photographic images of females tends to be considered as an unacceptable 
behavior. This is true even though sharing personal photographs among close friends 
and members of family is a common practice among Saudi women. I did not ask the 
participants in this case study to participate in collection of photographic or video-taped 
data because it could indicate disrespect towards societal norms and common 
conventions and could, therefore, hinder my ability to gain participants’ trust and 
conduct this study.  
Secondly, the university’s regulations regarding taking photographs within its 
campus state clearly that taking photographs of people, premises or equipment is 
prohibited. Photographic images for research purposes, therefore, were clearly outside 
what was allowable in this context. Although the College of Pharmacy regularly 
organizes many educational events, such as summits, workshops and seminar 
presentations and often document students’ participation in these events using 
photographs in the university’s website and sometimes in local newspapers, these were 
considered acceptable practices because of the formal nature of these events and the 
official status of the University.  
Putting in mind that “sensitivity to the local culture and setting and the 
appropriateness of different types of equipment is a key consideration” in deciding the 
data-collection tools needed to conduct any research (Nicholls et al., 2014, p. 263), I 
relied on research instruments that were accepted by the participants in this community 
in order to gain their trust and encourage them to participate. While I was able to rely on 
audio recordings in interviews with participants, I wrote detailed observational field-
notes during the presentations. Despite the fact that note-taking has its limitations 
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including researchers’ inability to write and record all classroom activities at any given 
moment, notes have served as useful data sources within qualitative research. In 
addition, although digital documentation would have contributed to the depth of 
investigation within this case study, examination of literacy practices requires 
researchers to “not only account for the materiality of texts, that is, the way they look, 
sound and feel, but also have an understanding of who made the text, why, where and 
when” (Pahl & Rowsell, 2006a, p. 2). I worked to achieve this within my study by 
utilizing available data to orient the investigation towards observations of social 
practices while highlighting participants’ perspectives.   
3.6 Data Analysis 
While qualitative research aims to develop understanding of social phenomena 
in detail, it is not limited to describing social phenomena alone. Qualitative 
investigations work to move beyond “naming and classifying what is out there” to 
“understand the patterns, the recurrences, the whys” (Miles & Huberman, 1984, p. 67) 
(emphasis in original). It attempts to move from surface description of what is observed 
to try to discover how experiences are linked and how they form patterns that need to be 
explored and examined in order to come up with potential explanations. To analyse the 
collected data, I relied on the framework suggested by Spencer, Ritchie, Ormston, 
O’Connor, and Barnard (2014) for thematic analysis. This framework aims at 
“discovering, interpreting and reporting patterns and cluster of meaning within the data” 
(p. 271). This framework consists of two key processes: data management and 
abstraction and interpretation. These processes are interrelated and they serve to 
enhance the trustworthiness of qualitative investigations.  
3.6.1  Data management 
This stage started with the need to establish a clear system for storing and 
retrieving collected data. Accordingly, the data for each of the participating presenters 
were kept in a separate, labelled computer folder, including the audio-recorded 
interviews, interview transcripts, presentation slides and observational fieldnotes. My 
research journal, notes on informal conversations and collected documents were kept in 
a separate folder. Interviews were first transcribed in Arabic following a general 
transcription scheme (Appendix P) in which the aim was to preserve participants’ 
original talk and document what is relevant to the research questions in terms of 
exploring the literacy practices and semiotic choices that surrounded participants’ 
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engagement with oral presentations. I relied on a general transcription system which is 
partly modified from King and Horrocks (2010). 
All the interviews were transcribed and analysed, but they were only translated 
into English when used for presentation in this thesis. Translation aimed “to respect and 
maintain the features of spoken speech such as changing direction in mid-sentence and 
repeated use of words, short phrases, or interjections speakers might use while gathering 
their thoughts” in order to maintain the natural fluidity of participants’ talk in Arabic 
(Santos, Black, & Sandelowski, 2015, p. 139). My aim originally was to remain faithful 
to the original syntax of participants’ talk in order to produce translated extracts which 
could be described as visually similar to the original. This, however, did not prove 
appropriate because it threatened to jeopardize the naturalness of participants’ talk.  
As a way to address this issue, I relied on a process of forward translation to 
translate the employed extracts from Arabic to English and on backward translation to 
translate those extracts from English back to Arabic to insure better representation of 
participants’ original talk. When a literal translation was not possible, I attempted to 
provide a detailed explanation of the word that highlighted its meaning and contextual 
significance. I followed the authors’ suggestion to move back and forth between these 
types of translation because “constant refinement of translated material allows for a 
more nuanced set of meanings” and therefore, provides deeper support for qualitative 
analysis of the collected data (Santos et al., 2015, p. 139). In addition, this constant 
refinement also helped to avoid basing the analysis on translated extracts that 
background participants’ original talk and would thus, threaten to jeopardize the link 
between participants’ language and their cultural identity (Temple & Young, 2004).  
Transcribed interviews were imported into NVivo for coding with the audio 
records to remain grounded into the original data by connecting the audio files with 
interview transcripts. Because the use of the software to coordinate audio files with 
Arabic transcripts proved challenging, this connection was not carried out for all the 
interviews. Although initial stages of analysis were carried out using NVivo, I was not 
able to continue to use the software due to eyesight-related health problems. I supported 
my original coding and analysis with manual coding and arranging of the collected data. 
While this has required me to spend more time to manage the collected data, I do not 
believe that it has negatively impacted the quality of the research. In addition to the fact 
that using computer software has not been an integral part of qualitative research among 
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researchers in the past, I believe that the size and type of collected data could be 
manually approached without the need for digital processing. 
As for coding, the first codes were descriptive to provide the necessary 
familiarization needed to begin exploring the data. The data was, then, recoded on 
different occasions in multiple times in order to “group similarly coded data into 
categories or “families” because they share some characteristics” (Saldaña, 2013, p. 9). 
These coding and recoding processes helped to familiarize me with the data and to set 
the grounds to construct an initial framework of analysis in relation to the research 
questions and the purposes of this research by grouping peoples’ views and accounts of 
experiences into major headings and subheadings (Spencer et al., 2014).  
3.6.2  Abstraction and interpretation 
The second stage in this framework was signalled by working to bring to light 
the main themes in this case and address the research questions (Spencer et al., 2014). 
This was achieved by in-depth description of the social phenomena and developing 
detailed categories that would portray the range of views and perspectives the data 
offered in relation to each theme and subtheme. The initially-coded data, thus, were 
further pushed so that analytic properties were developed and examined in order to 
explore the social practices that underpin participants’ engagement with literacy in this 
event and their meaning-making decisions.   
       Analysing social practices 
To examine the social practices that participants drew upon to engage with 
seminar presentations, I first built my understanding of the event in terms of what was 
happening before, during and after the presentations. I also divided the slideshows of 
each observed presentation into their constituent stages as I will further explain in 
Chapter 7. These divisions aimed to provide “an organized, compressed assembly of 
information that permits conclusion drawing” (Miles & Huberman, 1984, p. 10). Using 
each stage as a unit of analysis, data from different methods were assembled and 
examined to explore the social practices presenters drew on to engage in this event and 
the semiotic choices that presenters highlighted while describing their meaning-making 
decisions.  
Investigation of these divisions was separately carried out in relation to each 
presenter. Analysis was, then, compared across participants to gain a better 
understanding of the similarities and differences that exist in how these presenters 
engaged with their experience in this event and offer a detailed descriptive framework 
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to support the analysis of this case study. As interpretation of qualitative data is 
“coloured by …. previous and current personal, social, and cultural experience” 
(Bazeley, 2013, p. 4), I believe that my experience as a language teacher in the 
Preparatory-Year Programme in the same university has had a significant effect in 
shaping how I approached this case study and the analysis of the collected data while 
working to ground findings in data-driven evidence. For verification, permission from 
the participants was obtained during my first interview to contact them after completing 
an initial analysis in order to seek any needed data and verify my understanding of the 
collected data and my analysis. Two of the presenters have agreed to participate in a 
second interview while others have been contacted through text messages and emails.  
       Analysing multimodal meaning making 
The methodological constraints that resulted from my inability to use 
photographic and video data impacted my examination of the semiotic choices that 
participants took to represent and communicate knowledge. Analysis of multimodal 
meaning making will focus on the semiotic choices associated with speech and 
slideshow design. In relation to speech, I focus on the social practices that shaped 
participants’ use of this semiotic mode. Analysis of slideshow design will focus on the 
use of layout, writing and visuals which will be examined through the descriptive 
framework offered by Kress and van Leeuwen (1996, 2006). Kress and van Leeuwen 
(2006) explore the semiotic resources mediating the use of visuals in contemporary 
western culture by building on SFL classical concern with ideational, interpersonal and 
textual metafunctions of linguistic texts and extending their use to the study of various 
visuals. For Kress and van Leeuwen, visuals “involve two kinds of participants, 
represented participants (the people, the places and things depicted in images) and 
interactive participants (the people who communicate with each other through images, 
the producers and viewers of images)” (2006, P. 114). They employ different 
terminology to consider the simultaneous meanings previously introduced in SFL. They 
use ‘representational’ instead of ideational, ‘interactive’ instead of interpersonal and 
‘compositional’ instead of textual. Each of these meanings employs specific resources 
to convey different aspects of meaning in visuals. While the authors’ framework entails 
elaborate terminology, I will only draw on specific semiotic resources which appear 
relevant to the purpose of this thesis.   
Representational meaning is concerned with how represented participants are 
depicted in visuals whether they are things, concepts or human beings. Two patterns 
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describe these participants. First, narrative representations portray participants in terms 
of what is happening between them, usually by employing a line that connects the 
portrayed participants or as Kress and van Leeuwen call it a ‘vector’. Second, 
conceptual structures appear in visuals in which the connection between the represented 
participants is not based on the presence of a vector.  
Interactive meaning is concerned with how visuals establish relations between 
represented participants and viewers. These relations are realized through choices in 
contact, distance and point of view. Contact refers to how a participant is shown looking 
directly or indirectly at the viewer where a direct gaze from a frontal angle is seen to 
suggest a form of demand from the viewer while the indirect look associated with an 
oblique angle suggests an offer of information to the viewer. The angles through which 
the represented participant in a visual is shown to the viewer is significant to explore 
possible meanings and effects. According to Kress and van Leeuwen, the “difference 
between the oblique and the frontal angle is the difference between detachment and 
involvement” (2006, p. 136). Distance is concerned with how close a participant in the 
visual appears to the viewer through the employed ‘size of frame’ which ranges from 
close-up to medium to longshot portrayal. Point of view refers to the angle through 
which the represented participants appear to the viewer and its implied suggestions of 
power and control.  
Compositional meaning is realized through resources, such as information value, 
framing and modality. Information value of a visual is suggested by how elements of a 
semiotic entity are placed in relation to each other and the meaning potential associated 
with specific placements. For example, Kress and van Leeuwen connect a left-right 
placement of visual elements with a ‘given-new’ structure of information in which 
‘given’ reflects what is already known by and shared with the viewer while the ‘new’ 
represents a challenge for the viewer in terms of being problematic and contestable 
(Jewitt & Oyama, 2001). Top-down placement of elements correspond to a meaning-
potential of ideal-real in which the ‘ideal’ could potentially refer to “idealized or 
generalized essence of the information” while the ‘real’ is connected with presenting 
“more specific information ….more practically oriented information ….or more real 
information” (p. 148). Elements can be also placed in a central-marginal position to 
indicate elements’ significance. 
Framing realizes compositional meaning in a semiotic entity through portraying 
participants as visually connected or disconnected in relation to each other. Different 
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techniques are used to frame participants in visuals, such as the use of space and 
colours. Compositional meaning is also realized through modality which as a concept 
originated in SFL accounts to refer to “the truth value or credibility of (linguistically 
realized) statements about the world (Kress & van Leeuwen, 2006, p. 155). According 
to van Leeuwen (2005, p. 160), 
Modality’ is the social semiotic approach to the question of truth. It 
relates both to issues of representation – fact versus fiction, reality 
versus fantasy, real versus artificial, authentic versus fake – and to 
questions of social interaction, because the question of truth is also a 
social question – what is regarded as true in one social context is not 
necessarily regarded as true in others, with all the consequences that 
brings.  
Visual modality can be looked at through examining specific gradable modality markers 
or parameters, including colour saturation, colour differentiation, colour modulation, 
contextualization, representation, depth, illumination and brightness (Kress & van 
Leeuwen, 2006; van Leeuwen, 2005). These markers “may be amplified or reduced to 
different degrees, resulting in many possible modality configurations” which “cue 
viewers’ judgements of modality, of ‘as how real’ images (or parts of images) are to be 
taken” (van Leeuwen, 2005, p. 167).  
van Leeuwen points out that there are four kinds of visual modality (p. 168-170): 
1. Naturalistic modality is the most commonly known form of modality in 
which “the more an image of something resembles the way we would see that 
something if we saw it in reality, from a specific viewpoint and under specific 
conditions of illumination, the higher its modality” (p. 168).  
2. Abstract modality is common in scientific and modern art contexts in which 
“visual truth is abstract truth”. Truth is dependent on how “an image represents 
the deeper ‘essence’ of what it depicts” and how “it represents the general 
pattern underlying superficially different specific instances” (p. 168).  
3. Technological modality is concerned with how “visual truth is based on the 
practical usefulness of the image. The more an image can be used as a blueprint 
or aid for action, the higher its modality” (p. 168).  
4. Sensory modality “is used in contexts where pleasure matters” and it is 
“realized by a degree of articulation which is amplified beyond the point of 
naturalism, so that sharpness, colour, depth, the play of light and shade, etc. 
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become – from the point of view of naturalistic modality – ‘more than real’” (p. 
170).  
Despite the above classification, these types do not exist in isolation from each other. 
Visuals are likely to employ different modality configurations according to the needs of 
the meaning maker.  
3.7 Trustworthiness and Rigour 
While quantitative research is usually assessed through sophisticated statistical 
tests, qualitative research is often attacked because of its naturalistic approaches towards 
the study of social phenomena (Silverman, 2014). Qualitative researchers are often 
faced with questions concerning the validation of their findings and claims. For this 
thesis, I relied on triangulation, respondent validation and comprehensive data treatment 
to increase trustworthiness and rigour in this study. Triangulation is useful in qualitative 
research that adopts an ethnographic stance because it helps “to validate claims and 
discover inconsistencies that require additional investigation” (Heigham & Sakui, 2009, 
p. 100). According to Denzin and Lincoln, triangulation “is best understood as a 
strategy that adds rigour, breadth, complexity, richness and depth to any inquiry” (2000, 
p. 5). Different methods, researchers, theoretical frameworks and/or various types of 
data are used to “to open up a more complex, in-depth, but still thoroughly partial, 
understanding of the issue” (Tracy, 2010, p. 844). This is particularly useful in case 
study research because it helps to offer explanations for a variety of questions, such as 
when, how, why, with whom…etc. depending on the context (Heller, 2008).  
There is, however, considerable debate within scholarly literature regarding 
whether triangulation provides a reliable means to check the validity of data or simply 
supports analysis with a deeper understanding of the case (Lewis, Ritchie, Ormston, & 
Morrell, 2014). Calls have been made to warn against attaching unrealistic or 
unfounded expectations to the use of triangulation as a technique to increase the validity 
and rigour in qualitative research. Regardless of the type of triangulation a researcher 
adopts, Silverman (2014), for instance, warns against being caught in a web of 
collecting different types of data rather than examining the contextualized and situated 
nature of qualitative data and social interaction. In other words, while triangulation is 
commonly described as the most taken-for-granted provider of trustworthiness and 
rigour within qualitative research, assessing the validity of any research study should 
exceed mere accumulation of sources and different types of data.  
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In this thesis, I consider triangulation to be invaluable to address the research 
questions. Interview-based data supported my understanding of data collected through 
other methods. While none of the employed methods could stand alone to pave the way 
for addressing the research questions in this case study, all were considered to be 
integrated in a way that allows a better understanding of the social phenomena under 
investigation and facilitates provisions of a deeper description and further analysis. This 
is because each source facilitates access to understand specific angles and aspects of the 
case. In addition, triangulation enhances the credibility of any analysis through 
providing firmer grounds for the analysis. Because of the further insight provided 
through triangulation, conclusions are, thus, offered with more confidence (Patton, 
2002).   
In addition to triangulation, respondent validation is often described in research 
methodology as an effective way through which researchers can check the validity of 
their conclusions. As checking with participants can be beneficial “as yet another source 
of data and insight” (Fielding & Fielding, 1986, p. 43), it helps to keep the data 
grounded in the context in which they emerged. For this thesis, respondent validation 
has particularly helped me to repeatedly consider my understanding of this event which 
I documented in my observational fieldnotes. It also allowed the presenters to elaborate 
on their experiences and explain ambiguities. In this way, it helped to “provide further 
information to help interpret findings or suggest further analytical paths” (Lewis et al., 
2014, p. 358). This was particularly useful in examining the representation and 
communication of knowledge in this case. Because I was not a member of this 
community, I relied on participants’ explanations of their meaning-making decisions to 
explore the creation of multimodal ensembles in their presentations. These explanations 
highlighted their positions as meaning makers and provided invaluable access to 
understand how language is approached in these presentations in relation to other modes 
and resources.  
The third strategy adopted in this case study to enhance its trustworthiness and 
rigour is related to comprehensive data treatment in analysis which works to incorporate 
all available data in in order to pave the way for a detailed analysis that can be revealing 
and trustworthy for readers (Silverman, 2014). Putting in mind that there is always a 
possibility for other types of analyses within any qualitative study (Spencer et al., 
2014), the significance of comprehensive data treatment is brought to light within 
qualitative research in which the number of participants is limited or researcher’s 
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involvement has been affected by contextual constraints as in this case. For this thesis, 
the adopted analytic framework introduced earlier requires  going back and forth 
between the different stages of data analysis which allows continuous questioning of 
findings in light of the theoretical grounds and analytic tools shaping the analysis and 
discussion.  
It is important to note, however, that “explanations in qualitative research are 
usually framed as conjectures about why something came about, rather than as accounts 
of deterministic causes” (Spencer, Ritchie, O'Connor, Morrell, & Ormston, 2014, p. 
332). No matter how careful we are to incorporate different sources and perspectives 
that help us to explore and examine social phenomena, all what we can offer is our own 
inferences of the human condition as it is constrained by contextual demands and 
limitations and our own values and backgrounds. Because this thesis views reality as 
“fundamentally mind-dependent: it is only knowable through the human mind and 
through socially constructed meanings, and no reality exists independently of these” 
(Ormston, Spencer, Barnard, & Snape, 2014, p. 4), I approach my investigation 
believing that qualitative research can strive to offer grounded understanding of human 
behaviour and interaction, rather than absolute judgements and fixed perceptions. 
3.8 Chapter Summary 
In this chapter, I discussed the research methodology adopted to conduct this 
case study. The next four chapters will be dedicated to analysis. Chapter four describes 
the context in which seminar presentations were carried out. Chapter five examines 
some of the social practices shaping participants’ engagement in this event. Chapter six 
offers an overview of the semiotic choices in the observed presentations which were 
highlighted by the participants in this study. Chapter seven examines how two of the 
participants designed their slideshows to represent and communicate meaning according 
to contextual demands, disciplinary norms and personal interests. Chapter eight 
concludes the thesis by discussing the major themes of this investigation, the 
methodological and pedagogical implications of this study, limitations of the research 
and recommendations for further research. 
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Chapter 4 The Literacy Event: Exploring the Context 
4.1 Introduction 
 This thesis explores the literacy practices that underpin students’ engagement in 
seminar presentations. It understands literacy as socially situated within a specific 
context. In this chapter, I will examine the context in which this event is situated. I will 
start by examining the College, the classroom and the course. I will also consider the 
significance that the participants in my thesis attached to seminar presentations. 
Looking at year-five students as members in a specific community of practice, I will 
conclude the chapter by examining the relationships between different members in this 
community. Because these relations have a considerable effect on shaping participants’ 
engagement in this event, I will focus on students’ relations with administrative and 
teaching staff, with the course convenor and with each other. 
4.2 The College 
Within the female campus in the university, the College of Pharmacy is located 
next to other scientific colleges. It consists of two large buildings. Offices of the 
administrative and teaching staff and most of the classrooms and labs in the College of 
Pharmacy are located in one building. Other classrooms shared with other colleges are 
located in the other building which provides direct access between the male and female 
sections in the College. This direct access is beneficial to facilitate male and female 
teachers’ movement between campuses when needed to carry out teaching duties or to 
attend official meetings. Because this building was located in the female campus, 
students, administrative and teaching staff did not normally wear their hijabs, i.e. 
Islamic hair cover. When a male teacher had teaching duties in the building, his visit 
was organized and coordinated by the group leader of the class he was teaching who 
was responsible for informing everyone in the floor so that they could wear their hijabs. 
Some would wear their niqabs, i.e. face veils while others choose to leave the 
surrounding area. In the College of Pharmacy, one student in each class is chosen by 
other students to be their group leader. For year-five students, the group leader was 
chosen when they first joined the College in their second year in the University and she 
had continued to serve as a leader of her group since then. The group leader played an 
important role in facilitating students’ engagement with their studies in the College in 
general and with seminar presentations in particular. Her responsibilities included 
coordinating communication between teachers and students in relation to lectures, 
exams and training in hospitals. For the event that was the focus of this research, she 
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was responsible for issues, such as recording students’ absences, informing students of 
any change in their schedules, arranging presentations alphabetically, ensuring that there 
were no repeated topics among her colleagues, providing presenters with copies of 
evaluation forms before their presentations and collecting these forms to hand to the 
teacher after the end of their seminar sessions. 
Buildings in the university have central air-conditioning which usually creates a 
noticeable contrast between the low temperatures inside and the usually hot weather 
outside the buildings. The effect is apparent in students’ preference during breaks to 
stay inside in the corridors and even in classrooms when they are not used for teaching. 
There are four small snack stands scattered throughout the buildings, in addition to two 
considerably larger cafes which are usually busy throughout the day.  
 The students join the College of Pharmacy after they finish the Preparatory-
Year Programme which takes place in a different campus in the University (Figure 4.1). 
In this programme, students who specialize in scientific fields in their secondary 
education study a range of subjects, including English, Chemistry, Physics, Biology, 
Communication Studies, Religious Studies, Maths, Statistics and Information 
Technology. At the end of this year, students are directed towards colleges depending 
on their preferences and grades. Students who join the College of Pharmacy are 
introduced to basic medical sciences in their second and third year. In their fourth and 
fifth year, students study practical medical and pharmaceutical sciences. Subjects are 
administered by five departments: Pharmacology and Toxicology, Pharmaceutics and 
Industrial Pharmacy, Pharmaceutical Chemistry and Natural Products, Clinical 
Pharmacy and Alternative Medicines.  
Students are required to join two training programmes at the end of their third 
year and fourth year during summer holidays in which they train in hospital departments 
under the supervision of medical and administrative staff who are requested to write 
reports regarding students’ practice, learning and development. Before they graduate, 
students are also required to undergo an internship programme in which they enrol in 
five clinical rotations in hospitals in their sixth year. Each rotation is concerned with a 
different department in which students work closely with medical staff in hospitals and 
interact directly with patients. During these programmes, students are usually requested 
to make formal presentations to their supervisors and colleagues on patient case studies 































Students in the College graduate after they finish their internship in their sixth 
year and take an oral assessment which covers their studies in the College. Although 
the exam’s result is not included in the students’ GPA, it is described in the College’s 
website as an indication of their knowledge, an evaluation of the effectiveness of their 
training and education and a way to prepare for their residency if they work in 
hospitals after graduating. At the end of their six-year study in the university, students 
graduate with a bachelor PharmD degree. However, to work in hospitals, graduates 
need to undergo a two-year residency programme in a hospital. Other work 
opportunities are available for students, such as pharmaceutical companies, 
pharmacies and laboratories. Academic career opportunities are also available for 
those with exceptionally high grades. 
4.3 The Classroom 
The classroom in which seminar sessions took place was a large, rectangular 
room (Appendix O). The room contained fixed seats, organized into two rows divided 
by a space in the middle allowing students to move around the room. The classroom 
was used by year-five students for most lectures, except when they had lab session in 
the other building. There were two doors in this classroom used by the students which 
led to the same corridor on the first floor in the College. However, after the course 
convenor entered the classroom through the front door, students usually confined 
themselves to using the back door.  
A large desk was located at the front of the classroom with a desktop 
computer. Behind this desk, there was a large white board with three whiteboard 
markers which were not used during my observations. A PowerPoint Screen was also 
available but was not used during the observed sessions as presenters displayed their 
slideshows on the whiteboard. Next to the front door by the wall, there were empty 
shelves. Under these shelves, there were boxes of A4 paper on the floor, which were 
usually filled in the early morning by the group leader with copies of tutors’ hand-
outs. The students collected their copies throughout the day, telling the year-five 
group leader if any extra copies were needed.  
When the course convenor entered the classroom, he always sat in one of the 
middle chairs on the left side of the second row at the front of the class. None of the 
students sat next to him or in the row behind. For my observations, I chose to sit at the 
back row of the classroom. Throughout the presentations, different students would sit 
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by the computer to aid presenters with their PowerPoint slideshows. Once the 
presentations started, the lights were turned off. They were only turned back on when 
presenter finished her presentation and the teacher started discussing the presentation 
with each presenter. Movement never stopped throughout these presentations as 
students entered and left the classroom quietly during the presentations because they 
were late, needed to go to the toilets or even to get snacks or coffee within the ten-
minute break which usually took place near the middle of seminar sessions. This 
movement, however, did not seem to disturb any of the observed presenters. 
According to one of the presenters, this was part of their seminar training highlighted 
by the course convenor to prepare them for similar disturbances in conferences and 
professional seminars in hospitals.  
4.4 The Course 
In this section, I will describe Pharmacy Seminars 2 (PS2) which represents 
the setting of this investigation. I will start by offering an overview of the course 
objectives. I will, then, discuss two types of documents which represented integral 
components in this course. The section is finally concluded by examining how the 
participants in this study described the significance of the course.  
PS2 was run by the Department of Clinical Pharmacy in the College and 
offered to year-five pharmacy students. It was preceded by Pharmacy Seminars 1 
(PS1) which was offered to year-four pharmacy students. Both courses were taught by 
the same male professor whose visit to the female campus was coordinated through 
the group leader. PS1 was offered to year-four undergraduates in the College to 
introduce students to the basics of academic presentations. The first half of PS1 served 
to introduce students to the principles of public speaking, including aspects such as, 
verbal and nonverbal communication, organization, audience, language and style. The 
second half of the course was reserved for students’ presentations. Each student was 
required to prepare and give a short presentation which lasted from three to five 
minutes. In these presentations, students were allowed to choose from a variety of 
topics that did not necessarily relate to medical topics. Some of the chosen topics 
included fashion, creativity, sea life, and body language. In these presentations, 
presenters were allowed to use eye-catching semiotic choices to design their 
slideshows, including animated and still visuals and variations in colour and font of 
writing because of the general nature of their themes. Although the course convener 
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allowed these uses in PS1, students recalled that he pointed out that these choices 
would be considered inappropriate for more formal and professional presentations as 
in PS2. Each student made one presentation. However, some of the students described 
being allowed by the course convenor to have a second go at the end of the term 
because they were not satisfied with their performance. Although most students 
described the teacher’s assessment during PS1 as tolerant and flexible, having a 
second chance to present was highly appreciated. For these students, being able to 
make a second presentation was viewed as an opportunity to improve their images and 
performances in front of their colleagues.  
PS2, on the other hand, was offered to year-five students in the College and it 
aimed at examining students’ abilities to give longer and more specialized academic 
presentations. According to the course description (Appendix E), the year-five 
seminar represented 
a continuation of Pharmacy Seminar I. This course was designed to 
provide the students with an opportunity to integrate and apply the 
multiple components of their knowledge of basic pharmaceutical 
science to present a formal seminar on a patient case studies or 
analysis of pharmacy practice problems.    
Each presentation was expected to last from seven to nine minutes and was carried out 
in English. The presentation was followed by a thorough discussion with the course 
convenor that usually lasted around fifteen minutes. The course convenor and 
presenters regularly mixed Arabic with English while discussing the presentations. 
Students were required to choose medical topics that demonstrated their 
pharmaceutical knowledge. Each student had only one opportunity to make her 
presentation which students believed was due to the longer duration of their 
presentations and detailed nature of the teacher’s feedback to students in PS2.  
Seminar sessions took place every Tuesday at 10:00 am. Each session lasted 
around two hours and there were usually five or six presenters per session. Students’ 
participation was alphabetically organized according to a schedule previously-
prepared by the group leader. The leader prepared a schedule of the presentation dates 
and handed it to the course convenor at the beginning of the semester. In addition to 
setting the date and order of seminar presentations, the schedule was also used to 
ensure that no topics were shared or repeated among presenters. A student was only 
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allowed to change the date of her presentation in exceptional circumstances after 
seeking the course convenor’s direct permission. If her request was accepted, she was 
required to trade her presentation slot with another presenter so that not to affect the 
arranged timing.  
4.4.1   Course guidelines  
During PS1, students were given a detailed handout explaining the basics of 
formal presentations that were relevant to their participation in PS1 and PS2 
(Appendix F). Students described how the course convenor explained the principles of 
public speaking while highlighting the differences between giving general and 
specialized presentations. He explained thoroughly each point in the handout and 
supported his explanation with examples from his experience as a teacher. According 
to Maram,  
 
 انادأsheets   ىلع ةلثمأ بيجي ناك ىتح .ةفقولا ىتح ليصفتلاب ،ليصفتلاب هنع ملكتا و
.هتبرجت لاصأوه ،انيكحي ناك ،هووسيب وناك يللا طلغلا شا بلاط 
He gave us sheets and talked about them in detail, in detail even 
how to stand. He even gave examples about students, what they did 
wrong, he would tell us from his own experience. 
 
The teacher’s explanation and instructions enabled students to differentiate between 
what was allowed and what should be avoided to make successful presentations.  
 This explanation was surrounded by a tolerant atmosphere in PS1 that 
appeared in how the teacher reacted to students’ presentations. According to Fatin,  
 
 ةلئسأ لأسي و شقانتي ناك ام وه هنلأ رثكأ تقو هدنع ناك تتاف يللا ةنسلا ، لوقي ناك" انأ
 ةيادبلا يف يتنإ سب ينبجعاده يتيوس ، اد يتيوس "ادك يز و . 
last year, he had plenty of time because he did not discuss our 
presentations and he did not ask questions about the content. He just 
said “I liked the presentation but in the beginning, you did this, you 
did that” and things like that. 
 
Rather than being asked to explain and defend their choices, the teacher’s feedback in 
PS1 was offered in the form of comments, pointing out the positive and negative 
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aspects of their work. He did not seem to expect the presenters to follow the norms 
and conventions he introduced immediately and that was appreciated by presenters 
because it allowed them to build deeper understanding of what they needed to do to 
make successful presentations in a more tolerant and relaxed atmosphere without 
worrying about receiving negative criticism from the teacher and losing their grades. 
Although the students were given copies of these guidelines, they did not seem 
to consult the handout when preparing their presentations in PS2. They rather relied 
on their notes and recollections of the teacher’s explanation and directions which 
shaped many of the decisions in their PS2 presentations. Use of PowerPoint, for 
example, was one of the aspects which were highlighted in the course guidelines 
(Figure 4.2). Its use among participants, however, was shaped by their recollections of 
the course convenor’s instructions.  
 
 
Figure 4.2. Reference to PowerPoint in course guidelines 
 
According to Hind,  
 
 فيك اناطعأPowerPoint   يوسي فيك PowerPoint عونمم ونإ انللاق ناولأ يف ،
اهبحي ام وه ءايشأ يف .تانب اي اهوطحت،  وأ رفصلأاب ادك نوللا يجت و ،ءادوسلا تايفلخلا
 .رمحلأا نوللا يجي 
He taught us how PowerPoint is done, he said “girls, some colours 
are forbidden, don’t use them”. There are things he doesn’t like, 
dark backgrounds and yellow or red colours.  
 
There were, however, many practices associated with PowerPoint use which extended 
beyond the ones suggested in the guidelines above. As students repeatedly spoke 
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about compositional practices which they considered essential to make acceptable 
slideshows and professional presentations, their attention was directed towards the 
teacher’s explanations and instructions presented in class more than the list of rules 
and instructions offered in the course guidelines. They were aware that there were 
many essential textual practices associated with slideshow design that were not 
clarified or even pointed out in the handout. Minimal use of writing on slides, for 
instance, appeared to be a major concern among presenters. For many of them, the 
reference to maintain 9 to 12 lines on each slide was described as “too much” (Figure 
4. 2). Although they recognized the possibility to include more writing, they rarely did 
because it seemed inconsistent with the teacher’s repeated warnings to them against 
overcrowding their slides with writing. Within the observed presentations, it seemed 
acceptable among presenters to keep that number of lines for displaying lists and 
bulleted points, such as symptoms or references while detailed explanations were kept 
at minimum and were often distributed across slides.  
In spite of the considerable time spent in PS1 to explain and elaborate on the 
course guidelines, participants did not consider these guidelines as a rigid blueprint for 
successful participation in this event. They approached them in terms of the course 
convenor’s explanations, instructions and advice which were used as reliable criteria 
to make their presentations successfully and ensure a positive assessment.  
 One important comment regarding Hind’s quote above is her use of ‘girls’ to 
refer to female students in the College. Rather than describing or addressing students 
as ‘students’ or ‘female students’, the student often used and were described as ‘girls’. 
Similarly, male students were described and addressed as ‘boys’ rather than ‘students’ 
or ‘male students’. The use of ‘girls’ represented a common practice in daily contacts, 
such as lectures and casual conversations that seemed to reflect the observable 
familiarity and close relationships among students and this also extended to how 
teachers and administrative staff addressed and spoke about students. The more formal 
‘students’ or ‘female students’ was usually used in official documentation, 
conferences and workshops.   
4.4.2   Evaluation Sheet 
The evaluation sheet was another stable document that was consistently used 
in PS2. The sheet showed a table which was divided into four major elements, 
including Introduction, Main Point, Conclusion and Delivery. These elements were 
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also divided into sub-points which was each assessed against a score of 10. Each 
presenter had a copy of this sheet in which she wrote her name and university 
registration number and handed it to the course convenor before presenting in PS2 
(Appendix G). The teacher returned the sheet to the presenter after discussing her 
work and writing down the presenter’s grade in each point. Although he did not 
include written comments on presenters’ work, students used this form to find out 
their overall grades and understand how their work had been assessed in each point. 
After each session, the group leader collected the sheets from the presenters and gave 
them back to the teacher. Presenters attached considerable significance to the 
evaluation sheet and that appeared in how they discussed their evaluation sheets with 
each other after seminar sessions.  
In addition to its use to record presenters’ grades, many presenters used this 
sheet as a quick checklist before presenting because it provided a concise list of the 
main points that they were assessed for as presenters. Salwa, for instance, used the 
sheet to ensure that she paid adequate attention to each point.  
 
 :ةثحابلا يمدختست ـلا  sheet  ؟يرضحتب يتنإ و 
 أرقت(( ةويإ  :ىولسلالاثم يز ))اهمامأ جذومن ـلا attention  ىتح ،هيوسأح فيك  ـلا 
introduction   ناشع  نوكيattention . credibility،  ناشع عقاوملا طحأ
 نوكي   credibility ـلا .  overview  .هيإ ىلع ملكتأح انأ طاقن طحأ مزلا انأ 
وه يللا :ةثحابلا ـلا outline ؟ ةيادبلا يف هوطحتب يللا 
:ىولس  .ةويإ ـلا organization فيك  ،يسفن طبضأح فيك ،ةمولعمل ةمولعم نم لقتنا 
 .بترأح فيك clarity،  انأ ،مهاف نوكي لكلا ،حضاو نوكي عوضوم يف ملكتأ انأ
ىلع انملع .ةطيسب ةقيرطب نوكي ،تلق شإ ـلا  conclusion  نوكي نكمم 
summary، ةجاح طحن نوكي نكمم و emotional ،  اهب متخأ ةيوق ةجاح نوكي
 نيبأ صلاخ ينإ ،يطاو توصب ملكتن ،ريخلأا يف ملكتن يجن امل نامك و .اداهلا
خشلل .صلاخ ينإ ص 
:ةثحابلا   ؟ عوضوملل هدعأ ، هآآآ 
:ىولس  ،ةويإ ـلا  vocal variety ، .هابتنلاا دشأ فيك انأ 
Researcher: Do you use this sheet while preparing? 
Salwa: Yes, for example the attention, how I am going to 
achieve it, even the introduction so that I get the 
attention point. For credibility, I put the websites to 
79 
 
achieve credibility. The overview I need to put the 
points I am going to talk about. 
Researcher: This is the outline you put at the beginning? 
Salwa: Yes ((reading the sheet)) the organization, how to 
move from one point to another, how I would control 
myself, how I put things in order. Clarity means I talk 
about a topic that is clear for everyone, they would 
understand what I am saying, it needs to be put in a 
simple way. He taught us the conclusion could be a 
summary and we can also put something emotional, 
something powerful to finish my presentation. Also, 
we speak at the end of the presentation with a lower 
voice so that I would let the person know that I have 
finished. 
Researcher: Aha, prepare him for it? 
Salwa: Yes, the vocal variety, how I can attract attention. 
 
Considering the sheet as a representation of a concise outline of the basic elements in 
slideshows in PS2, Salwa looked at each point in the sheet in terms of the teacher’s 
prior explanation and instructions in PS1 which helped her to recognize what was 
prioritized in this event and how it could be achieved.  
 Other participants did not look at the evaluation sheet in the same light. 
Maram, for example, used it as a quick checklist to finalize her preparation for the 
presentation without attaching considerable significance to its use as a documentation 
of assessment.  
 
:مارم  .ةرفوتم نوكت مزلا يللا طورشلا ينعي ،ةعيرس ةيارق اهارقأ و اهكفأ انأ 
:ةثحابلا   ؟ اهيبقارت و 
:مارم  صقن نيف وه فوشأ ام تاجردلا يف ىتح .لا ،اهاعم زكرا اهبقارأ ام لا





Maram: I look at it and read it quickly to see the rules which 
I must follow.  
Researcher: Do you follow them carefully? 
Maram: No, I don’t focus on them. I don’t even check the 
grades to see where I lost grades. I didn’t even see it 
today. I asked him how much did I get? Just tell me. 
 
In Maram’s case, the evaluation sheet was used because it was an official document in 
this event that presenters were required to keep. Relying on her recollections of the 
teacher’s explanation of the guidelines in PS1 (See 4.4.1), she did not focus on the 
sheet as an outline to be closely followed for a successful presentation. What seemed 
to be more interesting was her approach to the sheet’s use as a record of assessment. 
Within the observed presentations in this event, the course convenor discussed 
presenters’ work by giving comments and asking questions after each presentation. He 
did not announce presenters’ grades except when a presenter received a full grade on 
her presentation. Because most presenters found out their grades through the 
evaluation sheet, the sheet was integral to the structure of this literacy event that 
presenters looked up to. Its significance was apparent in students’ talks with each 
other after their presentations when they showed their sheets to each other and 
discussed the grades they received. Rather than following this common practice, 
Maram did not wait to look at her sheet to find out her grade. Instead she asked the 
teacher at the end of his feedback about her grade, giving the sheet a subsidiary 
position that was not as prioritized as it was with most presenters.  
4.4.3   Significance of seminar presentations: participants’ views 
Beyond the official purpose of PS2 introduced earlier (See 4.4), participants 
considered participation in seminar presentations essential for their education and 
development for a number of reasons. For many of these students, engaging in 
seminar presentations helped them to develop essential academic skills in the College. 
Salwa described how the course introduced her to basic skills, including  
 
 يثحب ةقيرط ،تامولعملل يتفرعم ةقيرط ،يتئارق ةقيرط ،ثحبأ حار انأ فيك).(  انحإ ول
لمع انpresentations   لضفأ نوكيح اهيف انئادأ نوكي ،ةيناثلا داوملا يف ).(  لوقأ ام
 يلوقت ةفقاو نيحد يتنإ انملعي ناك وه ينعي .لوقأ شإ ةمهاف نوكأ انأ مزلا ،طلغ ةجاح
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 علطت مزلا سانلا .كيأر يلوقت حلصيح ام .ةمولعملا لوقت علطتح سانلا اهدعب ،ةمولعم
صاخلا كيأر اداه فرعت فيك .كيأر  انل يلوق ؟ ةقيقحلا شإ ؟كيأرب ىغبأ شإ انأ بيط .
 .ييأر اداه يلوق ؟ كيأر يطحت 
how I look for information, how I read, how I find out information, 
the way I search (.) so even if we make presentations in other 
courses, our performance will be better (.) I don’t say something 
wrong. I must understand what I am talking about. He taught us that 
when you are informing people, people will adopt your information. 
It is not appropriate to tell your opinions to people. You need to 
point out that this is your personal opinion. What do I want from 
your personal opinion? What is true? Tell us your opinion. How do 
you put your opinion? Say this is my opinion. 
 
For Salwa, participating in seminar presentations paved the way to access significant 
skills, such as searching for information, assessing the quality of her search and 
recognizing the difference between scientific information and personal opinions.  
Engaging in seminar presentations was associated with specific expectations 
and requirements that presenters needed to recognize and embrace to develop their 
identity as professionals. The skills that they had access to in this literacy event in 
seminar presentations were not only confined to representation and communication of 
scientific knowledge, but also entailed a recognition and appreciation of the need to 
enhance their accountability as professionals. Engaging in this course sharpened their 
awareness of the need to assess the quality of their presented information and provide 
their audience with credible information to establish themselves as trustworthy and 
accountable professionals. Their responsibilities entailed their ability to differentiate 
between their positions as individuals entitled to have their personal opinions and their 
developing statuses as professionals whose ethical responsibilities required them to 
assess their performance in relation to its impact on the audience.  
For other students, the benefits of participating in seminar presentations 
extended to other studies in the College. Layla, for example, described the 
significance of this course in terms of its relevance to their future responsibilities 




 اناطعأ وه تتاف يللا ةنسلا لولأا مرتلا يف تتاف يللا ةنسلا ونلأ ؟ هيل ةولح ةدام يه
 ،تايساسلأاـلا  basics.  يف ميدقت ،كجرخت ثحب ميدقت كدنع نوكيح ادك دعب يتنإ ينعي
 عوبسأ لك ابيرقت كدنع نوكيحزايتملاا ،ةياجلا ةنسلا يف تارمتؤملا case 
presentationsةجاتحم يتنإف .،  هيف نوكيح ،مهلك ةلدايص ادك يز نوكيح ام سب
 ينوكت فيك  يملعتت مزلاف .اهسفن تلااحلا ىلع نيفرشم ،نيضرمم ،ةرتاكد 
professional .هيوست يللا يف 
This course is good why? Because last year in the first term, he gave 
us the basics, but you will have to present afterwards your 
graduation project, present in conferences and next year, you will 
have a case presentation in the internship programme almost every 
week so you need this, but it will not be like this where the others 
are all pharmacists. There will also be doctors, nurses and 
supervisors on patients’ cases, so you need to learn how to be 
professional in what you do. 
 
Layla valued the course because it introduced her to the basics of giving formal 
presentations. These basics were needed in other events in which making 
presentations was associated with specific requirements and expectations that this 
course helped them to identify and address. It paved the way to develop a professional 
image that was important not only to perform in front of their colleagues in this event, 
but also to work among professionals from other fields in more challenging contexts. 
Participating in this event was also significant for participants’ future work in 
hospitals after graduating. According to Samya,     
 
ـلا  presentation    يجن امل اهسفن ةفيظولا يف ىتح ،ناكم لك يف هجاتحن انحإ
 ،انعمسي ردقي انمادق يللا ناشع اهجاتحن .يداه ءايشلأا و عانقلإا تاراهم جاتحن .فظوتن
يف تايحلاص انل ريثك ةرم وم ةلدايصلا انحأ ونإ اصوصخ ـلا  hospital.  رثكأ وه ينعي
روتكدلا بيبطلا يش  وراص نيحد نكمي نكل ،يلديصلا ةيوش وشمهي ينعي .ادك يللا وه
 ينعي شإ نيمهاف ةيوش clinical pharmacist ينعي وم ،pharmacist .يداع 
we need presentations everywhere, even in the job itself when we 
work. We need to have persuasive skills and these things. We need 
these skills so that people can listen to us, especially that as 
pharmacists, we do not have a lot of authority in hospitals. It is the 
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doctor, the physician who has authority. They marginalize 
pharmacists a bit, but now they understand to some extent what it 
means to be a clinical pharmacist, not an ordinary pharmacist. 
 
Despite the fact that colleges of pharmacy have been established in Saudi Arabia for 
some time, many students talked about feeling unappreciated in comparisons to 
physicians in hospitals. They described how they were often considered as 
pharmacists whose role was confined to pharmacies rather than doctors of pharmacy 
whose academic and professional qualifications allowed them to be directly involved 
with patients and assume responsibility in patient care in hospitals. Samya drew on her 
experiences in PS1 and PS2 because she believed they would facilitate her ability to 
develop persuasive skills that she needed to empower her as a Doctor of Pharmacy 
and address her future professional responsibilities successfully.  
 Even for students who were not interested in working in hospitals after 
graduating, working on their seminar presentations promised a potentially positive 
impact on their careers. Maram who was planning to work in a pharmaceutical 
company after graduating found the course to be particularly relevant for her plan.   
 
 ،انه يفقوت امل سب يتنا .ملكتا ردقأ .يتيصخش يوقت ونأ يش مهأ ،تاكرشلا يف ديفم ةرم
 .ةدعتسم كنا ةفراع و ةدعتسم يتنا 
It is very useful in companies. The most important thing is make my 
personality strong. I can talk. So when you stand here, you are ready 
and you know you are ready.   
 
The skills and knowledge she had access to allowed Maram to develop as a competent 
speaker. In addition to learning the basics of making academic presentations, it 
developed her ability to trust her preparation and ability to talk and communicate with 
others. These were essential skills for working in pharmaceutical companies in which 
she needed to demonstrate her authority and confidence while interacting and working 
with other employees.  
In addition to these academic and professional benefits, presenters considered 




 سحأ انأ .ةيسارد و ةيملع ءايشأ تاراهم يف سب وم ةركف ىلع ىرت كديفيـلا  
presentation  يرسكت كنإ ).( كدنع نوكي ونإ رثكأ .ةيعامتجلاا كتايح يف رثكأ كديفي
 .فوخلا يرسكت كنإ كربجي يشلا اد وه .زاتمم ةرم يشلا اد ىرت .فوخلا بناج 
it is beneficial not only in scientific and educational skills. I think 
the presentation is more useful in your social life. It allows you to 
have ).( to break the barrier of fear. You know this is really 
important. This is the thing that forces you to break away from fear.  
 
Breaking away from fear of speaking in front of others was a common issue among 
participants who repeatedly highlighted how managing stress, fear and anxieties 
associated with public speaking represented a major challenge they needed to address 
while making their presentations. As this course represented a required component of 
their year-five studies, its obligatory nature was appreciated by presenters as a way to 
face their challenges. This was also highlighted by Hind who described how working 
on this presentation allowed her to address her fear of speaking in front of others.  
 
 ينإ عم ،فوخلا نم ةيوش للقي ينعي .روهمجلا هجاوأ ادك ينيلخي يل ةبسنلاب يش مهأ وه
 فاخأ ةرم))كحضت((  طسو يف ينوكت امل ريغ ،يتابحاص مادق ملكتأ امل ينعي و
 .ادك ةحارصلا ةقث كيدي .بعرلا نم يش مهأ ففخي وه .ةيوش بعر سحأ .ادكروهمج
 اهسفن ةداملا يف انأ يل ةبسنلاب ينعي تنك ام انأ يرايتخا ول ينعي .كراشأ بحأ ام انأ
 ادك ينوبصغي مزلا سحأ ءايشأ يف ينعي .تكراش تنك ام يرايتخا اهلاخ ول .ةحارص
.لالاي و عفدملا طسو يف سحأ ناشع 
The most important thing for me is that it makes me face the 
audience in a way. I mean it decreases a little bit the fear although I 
get really scared ((laughing)) and so when I present in front of my 
friends, it is different from being in the middle of an audience like 
this. I feel it is a bit scary. To be honest, the most important thing is 
that it decreases this fear. It gives you confidence. I mean for me, in 
the course, I do not like to participate. I mean if it is optional, I 
wouldn’t frankly do it. If he made it optional, I wouldn’t have 
participated. There are things that I feel they have to force me like 




Hind identified the difference between speaking in front of her close friends and 
publicly presenting in front of a larger audience as in this course which included the 
teacher and other year-five students. She appreciated the mandatory nature of the 
course because it forced her to face her fear of public speaking and shyness. Although 
these challenges were not comfortable to face and address and entailed extensive work 
and thorough preparation, being put in a situation in which they were required to 
present in front of others was seen as an opportunity to attend to these fears, 
demonstrate to others their preparation, knowledge and hard work and develop 
confidence in their ability to participate in this event.   
 In their accounts above, participants pointed out the significance of seminar 
presentations for them which moved beyond the official purpose of this course. 
Learning basic academic skills represented an essential aspect of this significance. 
Others included sustaining their image among other professionals and addressing 
personal challenges.  
4.5 Exploring Relationships in the College 
The interactions between the members of this relatively small community 
represented one of the significant aspects that shaped how presenters engaged with 
this literacy event. In this section, I will focus on three types of interactions in this 
community. These types included examinations of students’ relations with 
administrative and academic staff in the College, with the course convenor and finally 
with each other.  
4.5.1   Students’ relations with administrative and academic staff 
The students’ interactions with administrative and academic staff in this event 
represented one of the first issues that drew my attention and I took note of in my 
research journal. There was a noticeable warm atmosphere surrounding these 
interactions that was accompanied, at the same time, by a formal and respectful 
attitude among members in this community towards each other. I noticed this 
atmosphere during my first visit to the College while I was waiting to meet the Vice 
Dean. At that time, I noticed how the Vice Dean’s secretary’s office was usually filled 
by students who were asking to meet the Vice Dean for a variety of reasons which 
included their studies in the College and training in hospitals. Some of these students 
requested to make appointments while others needed to meet the Vice Dean as soon as 
possible. Unlike the more distant and rigid relationships I am used to in some of the 
86 
 
other Colleges in the university, the attention given to students by working staff was 
particularly interesting. Even during the mid-term exams in the College which took 
place near the middle of my stay to conduct this study, members of staff were 
repeatedly checking on students before and after exams. They asked students about 
their exams and encouraged them to continue to work hard to graduate successfully.  
These observations were also echoed in participants’ accounts as they 
described their experiences in the College and how they found the atmosphere that 
surrounded their interactions with administrative and teaching staff to be quite the 
opposite of what they were expecting before joining the College. Rahaf’s experience 
in the College, for example, contrasted considerably with her brother’s experience. 
Before joining the university, Rahaf’s brother studied engineering at the same 
university, but he did not have positive memories of his university studies.  
 
" يللاق ماق لخدأ يجأ ام لبق ناكف ،ةسدنه انه سرد ايوخأفهر  .ادك ةرتاكد يففهر 
سيب ةرتاكد يف يهبتنا وهراص هيكحأ امل و .امامت يناث يش تفش انه و "ولمعيب ،وو
 ،ادك سحأ انأ ،يردأ ام ،ةعلاط يتنإ ونإ .يعو مهدنع سحأ انه ةرتاكدلا ؟ هيل ،مدصني
 ىتح مهيسحت .تقولا لوط كتميق نم للقأ عفني ام .سان يهجاوتح ،ةروتكد ةعلاط يتنإ
لا لوط مهلك ،روتكدلا اده ريغ نييقابلا ةرتاكدلا ةدحاو يتنإ و ، يش يتنإ .يكيف وخفني تقو
  .ةمهم ادك 
My brother studied engineering here. Before I came to study here, he 
told me “Rahaf there are doctors, Rahaf be careful with them, some 
doctors do this, do that”. But here I saw something completely 
different. When I tell him, he is shocked. Why? I feel teachers here 
are aware you will become, I don’t know, I think so, you will 
become a doctor. You will face people. It doesn’t work to belittle 
you all the time, you feel that, even with other doctors not only this 
teacher. They keep telling you all the time that you matter, you are 
someone important.  
 
Despite her brother’s warnings which were grounded in his memories of studying in 
the university, Rahaf built on her own experience in the College to form a more 
positive opinion. Associating teachers’ attitude towards students with the nature of 
their studies and future responsibilities, Rahaf looked at that attitude and the 
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atmosphere it created in light of its impact on her confidence and its relation to her 
professional development.   
Similarly, Layla contrasted her experience with her sister’s experience in a 
different college in the same university. 
 
 ناشع نكمي ،هيل تهبتنا ام ةحارصب ةيناث ةنس ،عوضوملا ينتفلا ناك ام ةيادبلا يف انأ
 يتخأ ،يتخأ ناشع نامك و .عوضوملل تهبتنا اهدعب يللا ةنسلا .مسقلا تلخد يبود ام
 راص ونإ يكحت يه امياد اهدنع ناكف .يلبق ةعماجلا تلخد يه ةويإ ،اهتديمع لكش فرعت
 ناك انه تيج املف .توس شيإ يردأ ام ةروتكد ةدحاو و ،تبس ةروتكد ةدحاو يف ،اهاعم
ريثك ءايشلأا يدل هبتنا تنك نكمي ادك ناشعف .امامت فلتخم عوضوملا ).(  ءامتنلاا سحأ
 كنإ ةيلكلل لضفأ وأ روتكد ىلع ملست عجرت ليحتسم يتخأ ةحارص .اد عوضوملاب يمتهت
 دخات و ،ةبيئك ةيعماجلا كتلحرم نوكت كنإ ءيس يش ةرم .اههركت ةرم تناك ةروتكد ملكت
.كرمع نم نينس سمخ عبرأ ،تقو 
I didn’t pay attention to this at the beginning. I didn’t frankly pay 
attention to this in my second year, maybe because I just joined the 
department. I noticed that the following year. Also, because of my 
sister, my sister doesn’t know how the dean of her college looks 
like, yes, she joined the university before me. She was always telling 
what happened with her, a teacher told them off, another teacher did 
that, but when I came it was completely different. Maybe that’s why 
I paid attention to these things (.) I think your sense of belonging to 
the College is better if you take care of this issue. Frankly, I think it 
is impossible for my sister to go back to say hi or talk to a doctor she 
used to hate. It is really bad to have your university education 
depressing, and it takes time: four, five years of your life.  
 
While Rahaf associated teachers’ treatment of students with its impact on their 
confidence and professional development, Layla focused on its effect of enhancing 
their feelings of belonging in their community. She appreciated the atmosphere in the 
College because it allowed her to enjoy her university experience and it nurtured her 
feelings of belonging to this community which was not available to her sister. In 
contrast to her sister who did not even know what the Dean of her college looked like, 
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Layla studied in a community in which students directly interacted with administrative 
and academic staff in a way that was shaped by mutual respect and appreciation.  
 The effect of the positive atmosphere described by presenters above extended 
beyond the development of positive feelings and experiences in the College. It 
appeared in how students relied on seeking help from different teachers to engage 
with academic tasks in the College. In relation to PS2 in particular, presenters asked 
regularly for help from different members of staff to prepare their presentations. Hind, 
for example, consulted one of the other teachers in the College to support her 
discussion of chemotherapy-induced vomiting and nausea. Because her status as a 
student did not allow her to visit any hospital and directly examine the effects of 
chemotherapy on patients, Hind consulted one of the other teachers whose clinical 
experience in patient care provided her with this type of information to understand 
how treatment was applied in hospitals. Reaching out to seek help from other teachers 
in the College was also helpful to students to choose and prepare their graduation 
projects.  
 In this section, I examined how students described their relations with the 
administrative and academic staff in the College. These were shaped by positive 
feelings that nurtured students’ feelings of belonging in their community, sustained 
their self-confidence, helped them to develop as professionals and encouraged them to 
interact with other professionals.  
4.5.2   Students’ interactions with the course convenor 
Students’ interactions with the course convenor had a considerable impact on 
how they engaged with seminar presentations. These interactions echoed the general 
atmosphere in the College described in the previous section, but were not only centred 
around seminar presentations. I observed many instances in which the course 
convenor engaged students in decisions related to their studies. For example, he 
regularly consulted them to coordinate lecture times with their mid-term exams. In 
addition, he frequently discussed the College’s attempts to gain accreditation with 
students. In these discussions, the teacher asked for students’ opinions and 
suggestions, clarified the need for accreditation and explained the potential impact 
such a move could have on their academic qualifications and professional practice. 
Engaging students in these discussions encouraged students to view themselves as 
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active members in their community whose input and opinions were sought, listened to 
and valued.   
Participants were particularly appreciative of the course convenor’s sharing of 
his experiences as a teacher and as a student with them. As a teacher, his explanations 
of the course guidelines in PS1 and his feedback to presenters in PS2 were associated 
with what he had observed over the years among students he taught (See 4.4.1). These 
were not seen by students as stories told to fill up time. They were rather cherished 
and appreciated because they paved the way for a better understanding of the 
requirements and expectations that they needed to recognize and embrace to 
participate successfully in this event. From these experiences, students learned about 
the need to pay attention to issues such as, avoiding overuse of decorative images, 
searching for new and innovative topics, deepening their knowledge of the local 
context and rehearsing their presentations extensively.      
The course convenor’s experiences as a student were also significant for 
students because they provided them with a promise of hope that it was possible to 
overcome their difficulties and address the challenges they faced. The teacher told 
students about the challenges he faced and how he managed to overcome these 
challenges which included improving his English language skills, learning the basics 
of formal presentations, establishing himself as a professional in pharmacy and 
building connections with other professionals in their field. Students drew on and 
appreciated these experiences to imagine more positive possibilities for themselves. 
Fatin used the teacher’s experiences to assess her own ability to succeed.  
 
 و حجني ردقي وه اذإهاغبأ يللا يوسأ ينيدمي نامك انأروتكد ريصي. 
if he can succeed and become a doctor, I can also do anything I 
want. 
 
Fatin’s view was specifically related to the difficulties she faced with speaking and 
improving her English language skills. She enrolled in language courses, watched 
English TV shows and listened to English songs, but her language did not improve in 
the way she was hoping. Yet, she did not give up because there was hope that she 
could survive these challenges after graduating, improve her language skills and do 
whatever she wanted to do, just like the teacher. This view was inspired by the course 
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convenor’s recollections of the extensive efforts he needed to exert to improve his 
English, study abroad and attain a PhD. Fatin’s concerns with the demands of total 
reliance on English while presenting were overwhelming, but listening to the teacher’s 
experiences created hope that made her challenges appear manageable.  
The course convenor had a considerable impact on students’ engagement in 
this event. In addition to the academic skills and knowledge that he introduced 
students to, participants appreciated his attempts to involve and broaden their 
engagement in the College. They built on his experiences as a teacher to improve their 
work, familiarize themselves with disciplinary norms and conventions and enhance 
their belonging to this community. His experiences as a student were also significant 
because they provided a promise of hope for students as they imagined the possibility 
of overcoming their challenges and achieving their goals.  
4.5.3  Students’ relationships with each Other 
Another significant type of relationships in this community appeared in 
students’ close interactions with each other which had developed since they joined the 
College. There were two dimensions to these interactions: mandatory and voluntary. 
Many of the academic activities and tasks in the College of Pharmacy required 
students to work in groups, rather than individually. These included assignments, 
presentations and lab experiments. At the time this study was conducted, the year-five 
students were divided into groups to prepare and work on their graduation projects 
which were to be presented in the following year. Their work included dividing the 
workload among members of each group, searching for information and planning how 
to present their projects. Groups would regularly meet throughout the day whenever 
they had free time and they regularly stayed late after finishing their lectures. Working 
in these groups required them to coordinate their efforts to ensure making a successful 
project and attaining a positive assessment.  
Working in groups exceeded the mandatory tasks and activities in the College 
in which they were required to collaborate with each other. It also appeared in a wide 
range of activities and tasks in which students provided support and offered assistance 
to each other voluntarily. In relation to this event, although seminar presentations did 
not require students to work in groups, participants’ accounts highlighted the impact 
that students had on each other. These moved beyond the closed-circuit of year-five 
students to include students in other year groups, including students who had already 
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graduated. These relations shaped participants’ engagement with seminar 
presentations in diverse ways. They surfaced, for example, in the help they provided 
for each other to choose their topics, prepare their presentations and anticipate the 
teacher’s feedback.  
Hind described how she relied on senior students’ help to prepare her PS1 
presentation. As PS1 and PS2 were both usually taught by the same course convenor, 
relying on senior students and their experiences allowed students to benefit from their 
advice and experiences. That advice assisted the presenters in many aspects, such as 
choosing topics that would be approved by the course convenor and fit within the 
expectations and requirements identified in this event.  
 
 ام لبق ةحارص مهريشتسن انك ، وحار ،مهاندقتفا نيحد .سماخ مه عبار ةنس انك .وحوري
،انودعاسي وناك و الله ءاش ام اناعم ودعقي ةرم وناك  اده" ))اهتلايمز ديلقتب موقت((
 ."دشي ينعي عوضوملا اده ،هبحي حار ام ،روتكدلا بجعي حار ام عوضوملا 
We used to ask for their opinion before they left. We were in year 
four and they were in year five. We miss them now, they left, they 
used to sit with us and help us, ((imitating her friends)) “the teacher 
won’t be impressed with this topic, he won’t like it, this topic is 
interesting”.   
 
Reaching out to her more experienced colleagues was a valuable resource for Hind to 
facilitate her work in PS1. Although choosing a topic for their presentations in PS1 
did not represent a considerable challenge for students because of the general nature 
of topics and the flexible assessment criteria, presenters’ reliance on colleagues’ 
feedback and assistance reflected their desire to perform well and showed the deep 
impact they had on each other. The help that senior and more experienced students 
offered additionally facilitated the anticipation of the course convenor’s feedback and 
paved the way for a more positive assessment. These were important issues for 
presenters and they provided invaluable access to understanding and embracing some 
of the norms and conventions associated with seminar presentations. Beyond the 
course guidelines and the course convenor’s explanation and instructions, students’ 
assistance and feedback were appreciated and were later missed as students moved on 
with their studies and lost part of the support system that having senior students in the 
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same College presented. This assistance, however, was carried on as year-five 
students assisted and cooperated with year-four students in seminar presentations and 
other academic tasks. For them, in the same way they benefited from other students’ 
experiences, it was part of their educational responsibility to help and support less 
experienced students and new comers to the College.     
In addition to relying on senior students’ help, participants also relied on help 
from their year-five colleagues to improve their preparation and performance before 
presenting in front of the course convenor. This was especially evident in their 
reliance on each other’s’ feedback on different aspects of their presentations, 
including topic choice, presentational skills and slideshow design. Layla, for example, 
described how her focus on preparing her presentation and slideshow design did not 
leave her considerable time to rehearse the presentation individually or with her 
colleagues. To compensate for this, Layla asked one of her colleagues to listen to her 
present on the day of her presentation. Although she was confident in her preparation, 
seeking her colleague’s help offered her a better opportunity to work on her 
presentation and improve her performance.  
 
تنك" يل تلاقي  انأ ةطقن يف ،ىلع يل تلاق ادك دعب و ."ةعيرس يتنك" يل تلاق ،"ةعيرس
لع الله ءاش ام ،اهتيسن تلق ادك دعب ،ةيودلأا ءامسأ تلق امل يتهبتنا ول نكمي ،اهيةرتاكدلا 
 اميادprefer (xx   .تكس و تلق )اهدعب  شيل يل تلق ام" يل تلاق تصلخ ام دعب
.ةعئر ةناسنإ تناكف ."ولضفيب 
she told me “you were fast”, she told me “you were fast”. Then, then 
she told me about, there was something I forgot about, I don’t know 
if you paid attention when I said the names of the drugs, I said the 
doctors prefer (xx). I said that and I didn’t elaborate. When I 
finished, she told me “you didn’t tell me why they prefer”, so she 
was great.  
 
Layla appreciated and embraced her colleague’s comments because they drew her 
attention to aspects that she missed while preparing her presentation. They allowed 
her to assess and review her presentational skills and the content of her presentation in 
relation to the presentational norms and conventions in PS2 by anticipating the 
teacher’s feedback and offering Layla an opportunity to create a better presentation 
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that aligned with the teacher’s expectations. She worked on the pace of her talk and 
included the illustrative information suggested to her and avoided the potentially 
negative comments that would have been given by the teacher.   
The significance that presenters attached to their colleagues’ views and 
comments was not only related to their search for and appreciation of colleagues’ 
feedback. Participants also highlighted how studying and working with other students 
closely in this small community created considerable concerns among them about how 
they were perceived by their colleagues. These concerns appeared sometimes to 
outweigh the positive impact of their colleagues’ assistance, comments and advice. 
The close relationships described earlier which encouraged presenters to seek their 
colleagues’ help and nurtured their reliance on each other were not embraced by all 
presenters. Some students described their relations with each other, not in terms of 
how close they grew over the years or the extent of help they provided to each other in 
relation to academic tasks and responsibilities, but rather in terms of their concerns 
about how their familiarity with each other would put them in situations in which they 
were judged. Making a mistake, being confused or hesitating while presenting were 
not only avoided because of the impact on their assessment, but also because they 
would create a bad reputation to presenters that may not be easily forgotten afterwards 
in this small community. Although students generally relied on collaborating with 
each other to prepare for their presentations in this event, many were concerned with 
their ability to embrace and convincingly project the image of a successful presenter 
who was in total control of the complex demands within this event.     
An example of this view appeared in Lamar’s description of her experience in 
the university. Lamar described herself as a high-achieving and confident student who 
looked forward to and enjoyed participating in workshops, conferences and other 
academic activities. Lamar’s description of her experience, however, brought to light 
her concerns over the image she projected to her colleagues, the impact that her work 
had on them and the reputation she created for herself in this community. To prepare 
her PS2 presentation, Lamar relied on her colleagues’ assistance to seek their 
feedback and rehearse her presentation. Yet, she considered her colleagues’ feedback 
and comments to be an unavoidable source of concern and stress because, albeit the 
vitality of their assistance, they put her under pressure associated with feeling judged 
and worrying about not appearing as competent as she wanted to be.  
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She compared her experience in PS2 with a previous short presentation she 
made in her first year in the university. Like many other presenters, Lamar described 
presentations in the Preparatory-Year Programme as more manageable and easier to 
make and perform because they were shorter, less demanding and were usually carried 
out in Arabic. There was, however, another reason that made her look back favourably 
at that early experience. She found it specifically easier to manage because of the 
nature of her audience at that time who consisted of colleagues she did not know well 
and was not likely going to see them again after the end of the course when students 
finished their Preparatory-Year programme and moved into different colleges.  
 
  :رامل  يتابحاص وناك ام اياعم وناك يللا مهلك ،مهفرعأ ام سان مادق ملكتأ تنك انأ        
 .يتابحاص   اد يف مهفوشأ سب تنك ـلا  class  امل سانلا قرفي .لاوداه سكعب ،
.لأ لا و مهيفرعت 
:ةثحابلا   Which is better ؟     
 :رامل   مهيفرعت ام امل 
:ةثحابلا  ؟نسحأ مهيفرعت ام امل 
 :رامل   ةويإ 
 ؟ يل يحرشا بيط شيل .سكعلا تعقوت ةبيرغ ،هآ  : ةثحابلا 
 عم صلاخ ادك دعب ،يتصبخ ،يتطلغ ول ىتح يداع يسحت ،مهيفرعت ام ونلأ    :رامل
 .مهيفرعت يتنإ امل سكعب .ةجاح يأ مهنع يفرعت لا و مهيفوشتتح ام .ةملاسلا
 ،مهلاب يف قصليح كعوضوم ةويإ ، ينعي يشلا اداهب يتنإ كوركتفي وريصيح و
 توس شإ ةنلاف يداه ،اهيتلأس ول ةدحاو لك ةركف ىلع و .مهلاب يف كسميف
 مهلاب يف قصلي ونلأ ،ادك و ادك نع توس كللوقتح لوط ىلع ،ضرع
 هيتلق يللا يتنإ و كعوضوم).(  ،ةركفلا يداهب كوركتفي ولظي و مهلاب يف كسميف
وس ام يتنإ ونإ ام سان مادق ملكتأ امل سحأ يردأ ام ،لامتحا يف سحأ .سيوك تي
 لك يف نسحأ نوكي مهيفرعت ام سان امل يل ةبسنلاب انأ .نسحأ نوكي مهيفرعت
 .مهئارآ و مهمييقت يبنجتت ناشع ،يش 
 
Lamar : I was speaking in front of people I don’t know. All of 
them weren’t really my friends. I saw them only in 
that class, unlike those here. It makes a difference if 
you know the people or not.  
Researcher: Which is better? 
95 
 
Lamar: When you don’t know them. 
Researcher: When you don’t know them is better? 
Lamar:  Yes. 
Researcher: Ah, I thought it was going to be the opposite. Why 
is that? Explain it for me. 
Lamar:       Because when you don’t know them, you feel it is 
OK. Even if you make a mistake or get confused, bye, 
bye, you won’t see them and you won’t know 
anything about them. Unlike when you know them, 
your topic will remain in their heads and they will 
always remember you with this thing. Yes, it will 
remain in their minds. And by the way if you ask 
anyone what every girl did, they will immediately tell 
you because it is stuck in their heads and they will 
continue to remember what you said (.) It will be 
stuck in their heads and they will always have this 
idea of you that you did not do well.  I think it’s 
possible, I don’t know, I feel if I speak in front of 
people I don’t know, it is better. For me, if you don’t 
know the people, it is better in everything, to avoid 
their judgement and opinions.  
 
For Lamar, the absence of close and intimate relations with colleagues in the 
Preparatory-Year studies empowered her. The pressure of sustaining a specific image 
or creating a positive reputation was not present in that presentation because her 
engagement with colleagues was almost momentary and paused no long-term effects 
on her studies or career. This differed considerably when she joined the College of 
Pharmacy because their education was focused around developing as professional 
pharmacists within a relatively-small community.  
As students had been working closely with each other since they first joined the 
College, their growing familiarity did not only result in creating strong and close 
relations that allowed them to develop their trust and confidence in each other. It was 
also associated with concerns about how they were viewed by their colleagues. Fear of 
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being judged or seen as incompetent or less efficient represented real concerns that 
shaped their views of themselves and others. Lamar’s sense of relief which 
accompanied her Preparatory-Year presentation came into sharp contrast with the 
impact that her regular contact and familiarity with her colleagues in the College was 
creating for her. It was true that their collaboration facilitated their engagement in this 
event and other academic tasks, but the resultant familiarity created real concerns and 
fears of being judged as incompetent presenters and professionals.  
In this section, I looked at the relationships that connected students with each 
other in this community. Whether these relationships reflected the mandatory tasks 
they were required to work on or the voluntary help they provided for each other, 
participants generally appreciated their colleagues’ help and feedback which helped to 
facilitate their engagement in seminar presentations. At the same time, these 
relationships were associated with fears and concerns among students regarding their 
reputation and image as professionals among other members in this community.  
4.6 Chapter Summary 
This chapter was dedicated to describe the context that surrounded seminar 
presentations. The description attended first to the physical setting in the College of 
Pharmacy and the classroom in which seminar presentations took place. I also 
described the year-five PS2 and its connection to PS1. Description highlighted two 
important types of documents that shaped students’ engagement in this event; the 
course guidelines and the valuation sheet. I also examined the significance attached to 
seminar presentations by the participants in this study. The chapter was concluded by 
paying special attention to the relationships surrounding students’ interactions with 
administrative and academic staff, the course convenor and each other. 
The analysis in this chapter highlighted the special status that students attached 
to the teacher in this event which exceeded his official position as convenor of the 
course to include the deeper impact he had on presenters. To engage with their 
presentations, participants drew on their teacher’s instructions, explanation, advice 
and experiences to navigate through the responsibilities they faced in PS2. These were 
also relevant to how participants employed the official documents in PS2 which they 
understood in different ways. Although the course guidelines detailed the set of rules 
and norms that they needed to adopt to make successful presentations, presenters 
depended on their recollections of the teacher’s explanations of these rules. Their use 
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of the evaluation sheet exceeded its original purpose as a detailed record of 
assessment to include employing it as a quick checklist to ensure that they paid 
attention to the aspects on the sheet they were assessed for.       
The chapter also highlighted how the participants in this study valued seminar 
presentations for different reasons. Engaging in these presentations provided them 
with access to essential academic and professional skills that they needed to facilitate 
their studies in the university and prepare for future responsibilities after graduation. 
The mandatory nature that shaped participation in seminar presentations was 
particularly appreciated because it forced students to move beyond their comfort zone 
and encouraged them to face their fears and address their challenges.  
Special attention was dedicated in this chapter to explore the relationships and 
interactions that connected students with the administrative and academic staff, the 
course convenor and each other. These relations seemed to be geared towards 
enhancing students’ feelings of belonging to this professional community in which 
they were appreciated, valued and listened to. They were also required to act and think 
like active members in their community in terms of supporting each other and learning 
from others’ experiences. Yet, at the same time, the analysis clearly pointed out that 
this community was not unified and problem-free. Although students relied on each 
other’s support, assistance and feedback, their close contact with each other and its 
resultant familiarity and intimacy had considerable negative impact on students which 
was manifested in the concerns they developed towards the image and reputation that 
coloured how they were perceived by their colleagues. They were not only worried 
about attaining positive feedback and high grades from their teacher. They were 




Chapter 5 Engaging in Seminar Presentations 
5.1 Introduction 
 In this chapter, I will discuss four major themes highlighted through examining 
participants’ accounts of their experiences in seminar presentations. These themes 
reflect the decisions that presenters prioritized while preparing and making their 
presentations. They also reflect how participants related to the norms, conventions and 
expectations that shaped the making of presentations in this community. I will first start 
by discussing the attention that participants paid and the efforts they exerted to stand out 
among their colleagues. Then, I move to consider the various resources that presenters 
relied on to make professional presentations. After that, I look at how participants’ 
previous experiences in PS1 shaped their engagement with PS2. The chapter will be 
concluded by discussing the role that extensive rehearsing and practice played in 
participants’ engagement in this event.  
5.2 Being Different 
 For year-five students, PS2 was a course framed by specific conventions and 
expectations to which they were introduced in PS1. Working within this frame was 
challenging and required considerable efforts, but it was considered as a guarantee to 
successfully participate in this event and attain positive feedback from the course 
convenor. Presenters’ attention to this frame, however, did not mean that their 
presentations were identical or similar to each other. In fact, participants often talked 
about the need to stand out among their colleagues in this community. Efforts to stand 
out resonated with their recollections of the course convener’s call to them in PS1 to 
offer presentations in which they could “be different” and “make a difference” among 
their colleagues.  
 Being different was vital for making a successful presentation, but it was 
interpreted by participants in different ways. Some presenters connected it to their topic 
choice and their ability to provide their audience with new information. Salwa, for 
example, attached considerable significance to choosing a topic through which she 
could offer new information to her audience.  
   
 ونلأ ؟ولحلا عوضوملا شإ تأدبف ،ةيفيصلا ةزاجلإا نم عوضوملا راتخأ تأدب انأ ةنسلا يداه
 وه يللا عوضوملا رايتخا انملع وه make a difference نوكي مزلا دحاولا ينعي ،
 تامولعمب هلوقأ ،ةديدج تامولعم لوقأ انأ نكل ميدق عوضوملا ول ىتح وأ ديدج عوضوم
ملا مه ةلياش تنكف ةولح  .عوضو 
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This year I began looking for a topic in the summer holidays. I began 
to think: what is a good topic? Because he taught us to choose a topic 
that makes a difference which means that I need to bring a new topic. 
Even if it is an old topic, I say new information. I say it with 
interesting information. I was worried about bringing a good topic. 
 
For Salwa, it was not necessarily important to choose a topic that was not heard of 
before as long as she was able to bring something new to her audience and enrich their 
knowledge. She made her presentation about a drug that was recently approved in the 
United States at the time and was not yet introduced in Saudi Arabia.  
Her choice was acknowledged as a good topic and was even rewarded by the 
course convener’s positive feedback after finishing her presentation when he told Salwa  
 
ةديدج ةجاح ينيتملع 
you taught me something new 
 
Although Salwa answered the teacher’s questions and addressed his comments 
successfully, she was particularly proud of the teacher’s comment above because it 
acknowledged the value of her choice and the success of her judgement and showed his 
approval of her decision. She was not only able to inform her colleagues, but she also 
informed the teacher whom she looked up to and worked to follow his instructions.  
Within the observed presentations, the course convenor repeatedly drew 
students’ attention to the need to build their audience knowledge and enrich their 
experiences. Making a seminar presentation extended beyond collecting and sharing 
information to ensuring the quality of what they presented. Salwa’s choice addressed 
this need not only because of this common expectation, but also because it reflected her 
understanding of how to stand out among other presenters. The success of her decision 
was evident through the impact it created on the course convenor whose 
acknowledgement of Salwa’s work and comment on her choice indicated the efficiency 
of her efforts to be different among other presenters.   
             For other presenters, being different was not necessarily related to bringing new 
information or choosing a new topic. Standing out among their colleagues was rather 
associated with the choices and decisions they took while making their presentations. 
Fatin, for example, described her topic, i.e. Poly Cystic Ovarian Symptoms (PCOS) as a 
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common, medical syndrome that had been discussed before in seminar presentations in 
other year groups. She believed, however, that PCOS represented a good topic choice 
because it was a common and serious health issue that affected many women in the 
society. As professionals in pharmacy, presenters had a responsibility to discuss 
common health issues because of their impact on people. For Fatin, standing out and 
being different in this community was not dictated by the newness of the topic. It was 
rather associated with having an individual touch in making her presentation that 
distinguished her work from other presentations and allowed her to stand out.  
 
ييأرب ـلا  good presentation  روتكدلا ةلوق ىلع نوكي be different ساسلأا اده .
يعوضوم تيوس انأ  وم ركسلا ينعي ركسلا . هتوس تاونس سمخ لبق ةدحاو يف نكمي ، ).(
  هتلوق ىلع وه ؟وه شإ بيط ؟ اد و اد نيب قرفلا شإ ،ركسلا نع ووسي سانلا بلغأ be 
different . .يتنإ ينوك .يتنإ ينوك . انأ يتقيرطب لوقأ ،انأ يتقيرطب ركسلا لوقأ انأ ينعي 
In my opinion, a good presentation should be as the teacher said “be 
different”. This is the base how I chose my topic. Maybe another girl 
chose it five years ago. Diabetes for example (.) everyone makes a 
presentation about diabetes. What is the difference between this and 
that? so what is it? As he says be different. Be yourself. Be yourself, 
so I talk about diabetes my own way. I say it in my own way.  
 
Being different for Fatin entailed the need to ‘be herself’ and to present herself as a 
unique individual whose choices were different from other presenters. She designed her 
presentation in a way that manifested her understanding of how to be different and fit 
with her desire to assert her individuality.  
Two specific design choices indicated Fatin’s work to be different from other 
presenters. First, she was the only presenter within the observed presentations to use a 
video to explain the development of PCOS. Videos in this community were generally 
described by students as efficient and supportive tools for creating successful 
presentations. Lamar described them as   
 
ا معدت يللا ءايشلأا رثكأ نمضرعل     




Lamar’s view was commonly embraced by the participants in this study who expressed 
their admiration of presentations which employed videos successfully. Despite this 
common admiration, few presenters actually incorporated videos in their presentations 
because they considered their use to be challenging and potentially problematic. 
According to Layla,  
 
لغتشي ام لامتحا و لغتشي لامتحا ويديفلا  .   ـلا هركأ انأtechnical problems   يللا
ريصتب،  اهيلع كصقنيح وضرب و ،و لغتشأ ام ول ةلوؤسم ينوكتح نامك ،  و وم هلكش نامك
همادق ولح. 
videos may or may not work. I hate technical problems that happen 
with them and you will lose grades because of them, and you will also 
be held accountable if they do not work properly, and also it won’t 
look good in front of the teacher. 
 
Although students considered videos as a useful and informative tool to support seminar 
presentations, only two presenters used videos in this event. I was able to observe one, 
i.e. Fatin and I was told about the other by Lamar. The efforts required to incorporate 
any video in a presentation presented a serious challenge because it was not an easily-
achieved goal to display the video while explaining it thoroughly and incorporating it in 
the presentation smoothly. There was a considerable risk that a video may not work 
properly with the rest of the slideshow. There were also concerns that a presenter may 
not be able to coordinate explanation of the video with other sections of her 
presentation. Although presenters had no control over all the potential problems that 
may occur with using videos, it was their responsibility to manage videos efficiently if 
they decided to include them because the course convenor held them accountable 
towards every decision they took in the making of their presentations.   
With this common view of video use, Fatin was the only one among the 
seventeen observed presenters to include a video in her presentation. During the second 
practice session that I was invited to attend, Fatin approached me to ask for help with 
revising the accuracy of her language while explaining the video. When I interviewed 
Fatin after the presentation, she described to me how she used a video in her year-four 




  نيف وه مهيروأ ناشع فوشأ تمق و ،ادك يز اياعم راص انأ ،تصلخ ام انأ و ويديفلا صلخ
و نامك تقولا عم وهف ويديفلا عم ةيوش عرسأ ترص .حيار  ام تانبلا ادك ناشع ،بعصأ وه
 هل وحوري(............. ) لك لوقت فاخت تانبلا بلغأ .بوتكم ملاك يف ام ناشع ويديفلا نكمي
( و ، ملاكلاب ةطبترم يتنا ينوكت مزلا ويديفلا ، ملاكلا ىسنأ انأ نكمي ، ملاكلاx ةقيرط )
 ةهج نم ويديفلا و ةهج يف يحرشت يتنإ عفني ام ويديفلا عم كئاقلإ ويديفلا صلخ اذإ ،تقولا و
 هسل يتنإ و صلخ وه هنإ ، ولح وم ةرم كلكش ريصي ، ملاك تصلخ ام يتنا و(............. )
رثكأ سانلا مهفأب انأ ونإ ،لهسي ويديفلا 
The video was over and I wasn’t done yet. This happened to me and I 
went to the screen to show them what was going on. I tried to speak 
faster with the video, but it is with time too and it is more difficult, 
and that’s why the girls don’t use it (…………). Maybe because the 
video doesn’t have anything written, most girls are scared to say all 
the talk. Maybe I will forget the talk. With the video, you need to be 
connected to the talk and (x) how you present with the video. It 
doesn’t work to explain in one side and the video in another and the 
timing too, if the video is over and you didn’t finish talking, you 
won’t look good. It is finished and you are not (………..). A video 
makes things easier because it allows me to explain better to people.   
 
Fatin’s experience with using a video in PS1 was not a positive one because she could 
not coordinate its use successfully with the rest of her presentation. The difficulties she 
faced with managing her time and connecting the content of the video with her speech 
reflected some of the common concerns with video use among her colleagues who 
viewed videos as challenging tools not only because they affected presenters’ 
performance and assessment, but also because they could potentially affect the 
professional and competent image that presenters worked hard to create and maintain 
while presenting. Fatin, however, challenged common fears of videos among her 
colleagues and her negative experience in PS1 and used a video in PS2 to bring the 
special touch she aspired to offer in her discussion of this common topic within a 
community whose members admired, but feared and avoided the use of videos in 
presentations. In addition to the fact that she found the video to be informative and 
helpful to her audience to understand the topic, defying common fears and concerns 
provided her with a way to be different from other presenters.  
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Fatin’s attempts to stand out were also evident in the unique colours she chose 
for her slideshow. In contrast to the other observed presenters who usually relied on 
light-coloured backgrounds with a mixture of black and blue writing, she chose dark 
blue for the background of her slides and a mixture of white and different shades of 
pink for her writing (Figure 5. 1).  
 
 اهيف يللا ادك ناوللأا بحأ .ةحتافلا ناوللأا بحأ ام ةناسنإ انأ).(  ادك يللا يشلا بحأ ام
 نوكي يللا يشلا بحأ .يوامس different و ،يلحك دوسأ وم دوسلأا ترتخا .ريغ ،
 رثكأ يعوضوم ناشع فوملايوثنأ ترتخاف ،تانب قح ـلا pink .فوملا اداه 
I don’t like light colours. I like colours which are (.) I don’t like things 
like light blue. I like the thing which is different. I chose black not 
black, dark blue, and the purple because my topic was more feminine, 





Figure 5.1. Colours in Fatin's slideshow 
 
The colours Fatin chose reflected her personal preferences which contrasted 
considerably with commonly-used and expected colour choices in this community. The 
dark background echoed her personal preference for dark colours while drawing on the 
socially common association of shades of pink with females created a sense of harmony 
between the content of her presentation and its form.  
Fatin believed that these specific choices in colour enhanced the appearance of 
her presentation because they appeared to her to be logical and justifiable. These 
choices, however, were not favourably viewed by the course convenor who, rather than 
considering her choices as acceptable indications of individuality, considered them as 
violations of common expectations and norms within PS2 which other presenters 
followed and embraced to ensure a positive assessment. Unlike other presentations in 
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which feedback and comments were given only after the presenter finished presenting, 
the course convenor commented on Fatin’s colour choice before she started her 
presentation. As soon as the lights were turned off before the beginning of her 
presentation, the dark colours of her slides made the classroom appear too dark 
compared to the other observed presentations. Although I could not hear everything the 
teacher said at the time, I heard him saying that the colour was too dark. I noticed a 
similar reaction by some of the students at the back of the classroom where I was 
sitting. These students described the colour of Fatin’s slides to be 
 
جعزم annoying  
And 
قماغ و حيرم وم    “uncomfortable and dark” 
  
Although Fatin was aware that her colour choices deviated from the common 
textual choices in this community and she was advised by some of her colleagues to 
change the background colour in her slideshow to adhere to the teacher’s instructions 
and follow common textual practices, she did not change them. For her, these choices 
allowed her to express her individuality, show her personal preferences and demonstrate 
her deep understanding of PCOS as a female-related health issue without negatively 
affecting the quality and content of her presentation.   
 Maram also deviated from common norms and expectations in PS2 and that 
appeared in her conclusion which differed from other presentations. Presenters in this 
community usually concluded their presentations by summarizing the main points of 








Other presenters concluded their presentations through highlighting the main points of 
their discussions. In her presentation on obesity, Maram offered a detailed discussion of 
the topic, including definition, causes and types. She also discussed available chemical 
and surgical treatments to address obesity. She concluded her presentation with 
highlighting what patients needed to do to treat obesity and she used two slides to 
support her talk (Figure 5. 3). The first slide in Maram’s conclusion stated that ‘there is 
no magic pill, only hard work, dedication and consistency’ while the second slide listed 
four healthy habits to ensure achieving and maintaining a healthy weight. These 
included ‘healthy eating, drinking water, sleeping well and working out’. In contrast to 
the detailed discussion of treatment that Maram offered and the wide range of available 
treatments of obesity, Maram’s concluding speech and slides focused on what patients 
can and should do, rather than the medical treatment that can be offered to help them.   
 
Figure 5.3. Maram's concluding slides 
 
At the end of her conclusion and before thanking her audience, Maram recited a verse 
from the Holy Quran:  
 
 ْمِهُِسفَنأِب اَم اوُرِ يَُغي ىَّتَح ٍمَْوِقب اَم ُرِ يَُغي لا َ َّاللَّ َّنِإ(( )) 
((Indeed, ALLAH will not change the condition of people until 
1))emselvesthey change what is in th 
 
After that, she thanked her audience while displaying the references she used. The 
course convener started his discussion with Maram by thanking her first and then, he 
immediately commented on the use of the verse and described it as  
 
                                                          




ةبسانم وم و ةقلاع اهل ام 
irrelevant and inappropriate 
 
He questioned the appropriateness and relevance of the verse to a professional 
discussion of obesity and pointed out that the verse had a spiritual meaning that was not 
applicable in this professional context. Maram defended her choice by pointing out that 
she used the verse because it indicated patients’ responsibility towards their condition. 
She also pointed out that the verse supported her belief that change cannot be achieved 
unless we start by changing ourselves. Discussion of the verse did not last for long as 
the teacher asked Maram to examine the meaning and uses of the verse and report her 
findings in the following seminar session. In my opinion as an observer, the teacher 
seemed to reject the judgmental stance that was implicated in Maram’s use of this 
qur’anic verse to refer to patients. While developing compassion and empathy towards 
patients was one of the issues that year-five students repeatedly described as integral 
aspects of their professional practice especially when interacting with patients, the verse 
was used in a way that contradicted this aspect.  
When I talked to Maram after her presentation, she explained to me that she 
chose that verse because she believed that patients suffering from obesity needed to 
change their unhealthy habits and life styles to overcome their problems. She was 
surprised by the teacher’s comments because it focused on an aspect of her presentation 
that he did not normally pay attention to in other presentations. The verse seemed to her 
to be a safe choice since other presenters used qur’anic verses to introduce and conclude 
their topics, but the teacher did not comment on any of them. Because she had already 
offered a detailed discussion of the topic, she expected the teacher’s feedback to focus 
on the treatment she discussed, rather than her conclusion.  
 
 .هسفن اودلا ىلع ينلأسي ةدعتسم تنك انأ .تعقوت ام انأ ،ةيلآا ىلع قلع 
He commented on the verse, I did not expect that. I was ready for him 
to ask about the medication itself. 
 
Her surprise was even enhanced by the reasons behind her choice of the verse. She 
considered the verse to be an effective, stylistic choice that enhanced her conclusion 
without negatively impacting the content of her presentation. It represented a special 
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touch that she relied on to avoid repeating her talk like other presenters who offered 
summaries of the main points in their presentations.  
 
 ناك تانبلا بلغأ يفوشت ول .ماتخلل ةقيرط نسحأ تيسح انأ summary . summary  ؟
  ىغبأ ام )) ةيرخسلا نم ءيشب ثدحتت (( summary ملاكلا يديعت لمم يش سحأ تنك .
.ةيناث ةرم 
I felt this was the best way to conclude. If you see, most of the girls 
used a summary. A summary? ((speaking in a sarcastic way)) I 
didn’t want a summary. I felt it was boring to repeat what you said.  
 
This was her way to stand out among her colleagues which she appreciated because it 
was different from what seemed to her to be boring and repeated conclusions. Her focus 
on offering something different did not put into account how her choice impacted her 
discussion, her position as a professional in pharmacy and how it would be received by 
the course convenor.  
 Successful participation in seminar presentations required presenters to follow 
common norms and expectations. At the same time, presenters were expected to find 
out possible and acceptable ways to stand out and be different from each other. It was 
part of their professional training to fit within their community while attending to the 
course convenor’s call to ‘be different’ from each other. In this section, I traced some of 
the ways through which the participants in this study attended to that call. While some 
worked to ground their attempts to be different in the conventions and norms they were 
introduced to in PS1, others challenged these norms in a way that reflected their 
interests and priorities. Their decisions and choices were not always positively assessed 
by the course convenor whose feedback was shaped by the extent of presenters’ ability 
to balance their personal interests with the expectations and requirements in this event.  
5.3 Building Deep Knowledge 
To make successful presentations, presenters were required and expected to 
build deep knowledge of their topics that was not limited to what they presented and 
shared with their audience. In this section, I will examine the resources that presenters 
employed and benefited from to build their knowledge and prepare their presentations 
which included books, journal articles, specialized websites, pharmacists and social 
networking sites. Discussion will also explore what each of these resources provided to 
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participants to make their presentations and some of the challenges they faced in using 
these resources.   
5.3.1  Books 
Participants in this study highlighted their use of books to search for information when 
they discussed statistically common medical issues. To prepare for her presentation on 
PCOS, Fatin relied on extensive reading of books during her three-month summer 
holiday which she spent abroad. Despite the relatively short duration of presentations in 
this event which lasted between seven and nine minutes, Fatin needed to read 
extensively not only to develop her understanding of the topic, but also to prepare for 
the course convener’s feedback which presenters regularly described as unpredictable 
and challenging.  
  
 ارقأ نكمي تدعق .ريثك تيرق سبريصق عوضوملا نكمي يفوش .ريثك ،ريثك  ةرم تيرق انأ
 ضرملا اداه نع ارقأ ارقأ .بتك اياعم و ىشمتا علطأ ، ةرفاسم تنك فيصلا يف ونلأ ملاكلا
.ينلأسيح شإ ةفراع انام ينلأ تاذلاب 
I read a lot, a lot. You know may be the presentation was short, but 
I read a lot. I spent a long time reading because I was away in the 
summer. I would go out for a walk and I had books with me and I 
would read and read about this syndrome especially because I don’t 
know what he would ask. 
 
Books offered access to the basic, scientific content related to their pharmaceutical 
practice, especially in relation to common health issues as in Fatin’s topic. Specialized 
books, however, were not always available. Presenters’ tight schedules did not always 
allow them to go to the library in the College whenever they needed. This was 
especially highlighted when presenters spoke about major references which they were 
not allowed to take outside the library.   
Moreover, books did not always include the information that presenters needed 
to prepare their presentations. The extent to which books were used was highly 
determined by the nature of the topic. When presenters chose new or less common 
topics, books did not always provide the needed information. Salwa, for example, faced 
that difficulty while preparing her presentation. She did not always have enough time to 
go to the library while attending lectures and laboratory sessions, preparing academic 
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tasks and working on her graduation project. Time, however, was not the only issue that 
affected her use of books. 
 
دمتعأ ام بتكلا ريثك اهيلع ،تقو دخات هنلأ .ديدج اود وه نامك و  علط باتك يف ناك
ةديدج ةعبط ةديدج ةخسن ديدج .هلبق يللا اودلا تيقل .اياود هيف تيقل ام 
I don’t rely heavily on books because they take a long time, and 
also it is a new drug. There was a new book that was available in 
a new copy, a new edition but I couldn’t find my drug. I found 
the previous one. 
 
Because she made her presentation about a recently approved drug in the United States, 
Salwa could not find the needed information in the books she consulted. Instead, she 
found information about a relevant previous drug which she used to deepen her 
understanding of the topic without referring to it in her presentation.  
5.3.2  Journal articles 
Journal articles were regularly used by presenters in this event through the 
specialized services offered by the Central Library in the University to provide up-to-
date information that they could include in their presentations. This was especially 
significant for including recent studies related to their topics which was considered an 
important feature in good presentations in PS2. Despite students’ consistent use of 
journal articles within the observed presentations, participants did not pay much 
attention in their accounts to this resource in comparison to the attention they devoted to 
describe the other resources they employed. When they talked about journal articles, 
their accounts were often connected to their recollections of another course in the 
College in which they were trained to search for, recognize and employ reliable journal 
articles in their field.  
5.3.3  Specialized websites 
 Specialized websites represented a consistently-used resource for presenters in 
this community. They relied on websites, such as the Food and Drug Administration 
(FDA), Saudi Food and Drug Administration (SFDA) and World Health Organization 
(WHO). Samya, for example, built her discussion of counterfeit drugs mainly on these 




 يف تبتك ،ثحبأ ىغبأ تيج املGoogle  يللا عقاوملا شإ فرعأ ناشع ةيديلقتلا ةقيرطلا
لغش نم اعبط ءايشلأا يداه ونإ يلتلاق يتبحاص تثحب تيج املف  .ءايشلأا يد يف ةمتهم 
 ـلا  FDA  ،ثحبلا يف ةرم هيلع زكرأ يللا ءيشلا شإ يل تلاقف  ،  ـلا FDA  يف ءاوس  ـلا 
USA  .نينثلاا يف ترودف ةيدوعسلا و 
When I started searching, I looked in Google, the traditional way to 
know which websites were interested in these things. When I looked, 
my friend told me that these things relate of course to FDA , and she 
told me what to focus on while searching, FDA in USA and in Saudi 
Arabia so I looked in both.  
 
Samya started her search by consulting Google which represented a basic and accessible 
source that many students used to understand their topics in initial stages of preparation. 
To move beyond general knowledge and deepen her understanding of the topic, she 
moved to international and local specialized websites, following her colleague’s advice 
who showed her where and what to search for.  
            Salwa also consulted the official website of the drug she was discussing. In 
addition to the information she offered in her presentation, Salwa drew on the 
information in the website to examine the potential use of the drug in the Saudi context. 
She took note of the drug’s price without including that information in her presentation. 
This was a common practice within the observed presenters who, in their attempts to 
prepare ahead for the course convenor’s thorough feedback, highlighted the importance 
of knowing the price and local availability of any drug they included in their 
presentations. While the course convener did not always ask about this aspect, it 
represented an integral part of students’ preparation of their presentations and it 
reflected one of their main responsibilities as professionals in pharmacy.  
In the discussion that followed Salwa’s presentation, the course convenor asked 
her about the price of the newly-approved drug in the United States and what she 
thought it would cost in Saudi Arabia. She responded to the teacher’s query by giving 
the requested information without hesitation. She also pointed out that she expected the 
medication to be expensive and she gave a close estimate of the price in Saudi Riyals, 
based on her knowledge of its price in the United States.   
   
 الله و ونإ ،هل بيع وه ناك يشلا اداهف ،يلاغ ناك وه ونإ تأرق انأف رعسلا نع ينلأس و ديدج
 ؟ دوجوم وم ؟ ةيدوعسلا يف دوجوم رعسلا نع ينلأس امل .......... ؟هدخايح فيكف ،يلاغ
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 نكمم دحاولا ىتح ينعي ؟ يلاغ وم ؟يلاغ ينعي ؟هرب هرعس فيك ؟ةيدوعسلا يفرعسلا فيك
 يف طحي دحاولاف ؟ هيلع لابقإ يف نوكيح سانلا وعقوتت له اودلا اداه ونإ ،يهيدب لاؤس لأسي
و هسار  نكممف  ،دعاست هتيدام لكلا نم ونلأ هولبقي يللا سانلا لقي نكمم ،يلاغ رعسلا الله
ةيحان نم كرادملا عسويف pharmacology   لماعتأح فيك ةيعامتجا ةيحان نم و ادك 
 He asked me about the price and I read it was expensive. This was a 
bad thing for the medication. It is new and expensive so how will the 
patient take it? ………. He asked me about the price, available in 
Saudi? Unavailable? How is the price in Saudi? How is the price 
abroad? Is it expensive? Cheap? So one can even ask a logical 
question. Do you think people will be eager to use this medication? 
One needs to put in his mind that it is expensive. It is possible the 
number of people taking it will not be many because not everyone’s 
financial condition allows them to, so it broadens our understanding in 
terms of pharmacology and in terms of how I will deal with others 
socially. 
 
In addition to knowing the price of the drug which she expected to be asked about by 
the teacher, Salwa extended her information to consider patients, what they could afford 
and how an expensive drug would affect them financially. These were significant 
aspects that she considered to be integral part of her professional practice and ethical 
responsibilities as a doctor of pharmacy.  
5.3.4  Pharmacists 
Presenters were expected to connect their knowledge to their local context by 
including information such as, localized statistical information, available treatment and 
its cost. Because that knowledge, however, was not always available in books, journal 
articles or even websites, pharmacists represented an invaluable source of help to 
presenters because they enabled them to ground their search in the community in which 
they were going to work. They also enabled presenters to move from the theoretical 
knowledge that books, journal articles and websites provided and the situated use of 
their pharmaceutical knowledge in relation to patients. Maram, for example, found 
information about treatment of obesity in the United States easily because of their 
availability. This was not the case, however, when she examined obesity treatments in 
the Saudi context because she identified a gap between what was offered to patients 
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through official and authorized channels and over-the-counter medications that patients 
resorted to use to treat their problems without medical prescriptions.  
 
 :مارم اكيرمأ ينعي يطغت مزلا  ، ةدمتعم و ةرفوتم و ةريثك نوكت اكيرمأ صخي يش يأ ،
 ، اكيرمأ يف دوجوم اودلا يظحلات ول ىتح ، هنم يدكأتت مزلا يش لك ، انه يجت امل
ط بي approved ؟قوسلا يف دوجوم ؟اندنع 
؟ مكبو :ةثحابلا 
:مارم  هاغبأ تنك انأ و ؟اندنع يللا يطغأ ام شيل ؟ ةرب ةجاح يطغأ شيل ، اعبط ؟مكب و
 اود لاإ تيقل ام ةيلديص تلزن انأ دج نم هلوقأح اندنع يللا اودلا وه شيا ينلأسي
 .ةيدوعسلا يف اندنع دحاو 
Maram: You must bring in what’s in America. Any information 
that relates to America is plenty and available and 
credible. When you come here, you need to make sure of 
everything. Even if you notice when a drug is approved in 
America, OK is it approved here? Available in the 
market?  
Researcher: And how much?  
Maram: And how much, off course, why would I discuss 
something abroad? Why don’t I talk about what we have? 
I wanted him to ask me which drugs are available here. I 
would have told him that I went to a pharmacy but I 
couldn’t find anything here except one drug in Saudi 
Arabia.  
 
Their responsibilities included recognizing the application of that information to their 
local surroundings. She needed to assess the information she found online and examine 
its credibility in Saudi Arabia. Knowing available and approved medications in the 
United States was essential for presenters in this community, but it was not enough. 
Consulting a pharmacist allowed her to fulfil that responsibility and enabled her to build 
deeper understanding of the topic. 
Lamar also consulted a pharmacist to ask about some of the drugs she discussed 
in her presentation on Onychomycosis. She wanted to examine available medications in 
Saudi Arabia and compare what was available internationally to what was offered to 
patients in the Saudi market. 
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،ةيلديصلا تحر ةيودلأا تدخأ امل انأ اهتبتك و ةيودلأا ءامسأ تدخأ يش لوأ ناشع  تحر و
 لك يل علطي أدب  "؟رفاظلأا تايرطف جلاعل اهمدختست يللا ةيودلأا شإ" هل تلق و ةيلديصلا
 يف ةدوجوم ةيودلأا يداه اذإ ونإ هتلأس و ،اهتروص و يه ينارو ادك يز و ةيودلأا
دوعسلا لا و ةدوجوم يه ونإ ةركف ينيطعي سلجف ،يقح ثحبلا نم اهتعلط لاصأ انأ يللا ةي
 .ةدوجوم لا و ةدوجوم اهتلق يللا ةيودلأا ونإ ةلئسلأا يد ينلأس روتكدلا لاعف و  .ةدوجوم وم
.الله و ينداف يشلا اداه 
When I read about the medications, I went to the pharmacy because I 
first wrote the names of the medications down and went to the 
pharmacy and I asked him “what medications do you use to treat 
onychomycosis?”. He got me all the medications. He showed them to 
me and I took photos of them and I asked him about the drugs were 
available in Saudi. I mean the ones I looked up from my search and he 
gave me an idea whether they are here or not. And the doctor actually 
asked me these questions, whether the medications I mentioned were 
available or not. This thing was really beneficial to me.  
 
Like Maram above, Lamar was aware that knowing what was available internationally 
was essential, but she was equally expected and required to build her knowledge locally. 
Consulting local pharmacists provided essential information for these presenters whose 
attempts to balance their position as students under assessment and as developing 
professionals required them to establish firm connections with pharmaceutical practice 
beyond their classrooms.    
5.3.5  Social networking sites 
 Social networking sites including Twitter, Instagram and YouTube were also 
commonly used among presenters to make their presentations. Although these sites 
were not considered as academic resources, they provided invaluable information to 
presenters that were relevant to their professional practice and could not be accessed 
otherwise. Lamar, for example, used Twitter to check official accounts of 
pharmaceutical companies which were advertising new medications for onychomycosis. 
She also used Instagram to find out what patients suffering from onychomycosis were 
posting about their conditions. Both uses were essential for Lamar to discuss her topic 
and overcome some of the difficulties and challenges that presenters faced while 
preparing their presentations. Finding out available medications was not always 
accessible through official channels such as, FDA and SFDA because they needed to 
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find out new medications at the time even if they were not yet approved. They were also 
required to check over-the-counter medications that patients were seeking without 
medical prescriptions. They were also required to check how these medications were 
used which was not easy considering that these presenters had no direct contact with 
patients.  
 
  ـلا يف ىتح يعامتجلاا ثحبلا عقاوم لك يف رودأ تأدب Instagram يللا تيقل ونلأ
 يف ىتح و ةويإ  ،وجلاعتي ام دعب و وجلاعتي ام لبق ،دعب و لبق نيطاح Twitter  رودأب انأو
   ـلا نيطاح يللا تيقل new drug  وم ناكم لك يف تثحب انأف  ،ءايشلأا يداه جلاعت  يللا
 يدنع سب ناك articles   و Wikipedia  تح ناكم لك يف تثحب لا  ،ءايشلأا يد و ى
 يف Instagram  و Twitter ناك ام انأ ينعي ، يعامتجلاا لصاوتلا  عقاوم ءايشلأا يد ،
 ـلا يف  )............( ثحبأ ينيلخ تلق سب ثحبأ يلاب يف Instagram سانلا روص تيقل
   ـلا روص يف طحأ انأ ونإ عابطنا يناطعأ سب اهتمدختسا ام .ينداف يشلا اداه و دعب و لبق 
treatment    ـلا لبق  فيك وفوشي ناشع ،دعب و لبق روصلا ، treatment   ـلا دعب و
treatment. 
I began to look there. I began to look in all social networking websites 
even in Instagram because I found people putting before and after, 
before they get treated and after they get treated. And even in Twitter 
while I was searching, I found they put new drugs which treat these 
things. So I looked everywhere, not only articles and Wikipedia and 
these things, no I looked everywhere even in Instagram and Twitter. 
These things, I didn’t really put in my mind to search there but I 
thought let me look ………. I found photos of people before and after 
treatment in Instagram. This thing was useful to me. I did not use 
them, but it gave me the impression that I put photos of treatment, 
photos of before and after so that they can see how it was before 
treatment and after treatment.   
 
As students, presenters were not yet allowed to go to hospitals and interact with 
patients. Lamar used Twitter to identify newly approved drugs and examine official 
accounts of specific treatments in her presentation. Instagram, on the other hand, 
allowed her to bridge the gap between her theoretical knowledge of the fungal infection 
and the practical knowledge associated with examination of and interaction with 
patients by looking at the infection from patients’ views. Although she did not make any 
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reference to either sites in her presentation, they both shaped how she approached her 
discussion and made her presentation. In addition to deepening her knowledge of 
available treatments and patients’ symptoms, Lamar was inspired to include in her 
slideshow visual illustrations of the infection before and after treatment that she 




YouTube videos were also frequently used as a major resource in this event. 
Hind relied on YouTube to develop her understanding of the use of a specific type of 
patches to treat chemotherapy-induced nausea and vomiting. Although Hind mentioned 
the patch briefly as one type of available treatments, she watched a YouTube video to 
develop detailed understanding of the patch, including its use and how to pronounce it 
accurately.  
 
 راصتخاب تدخا ، ةقيرطلا فيك تيطح ام انأ سب ،ولح ناك ةويإ اهطحن فيك اهيلع تجرفتا
اهطحن نيف  نامك ).........( اهيليشت ىتم و ىتمل ىتم تاعاسلا مك واوقطني فيك مههيفوشت 
حص  ـلا قطنت تناك فيك ىتح ، طوبضم ، patch  طوبضم 
I watched them how we put the patches, yes it was good, but I did not 
put the method. I got briefly where we put them and how many hours 
and for how long and when we take them away (……….) Also you 
see them how they pronounce correctly, precisely, even how she says 
the name of the patch accurately. 
 
Although Hind did not include all the information she learned from the video in her 
presentation, they were essential for her preparation because they enabled her to deepen 
Figure 5.4.  Treatment photos in Lamar's 
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her knowledge of the topic in a way that facilitated her ability to prepare for the 
teacher’s feedback while enhancing her confidence at the same time.  
 Rahaf also relied on YouTube videos to develop her understanding of the 
emotional and physical impact of trichotillomania on patients. In addition to the fact 
that Rahaf, like other presenters, had no direct contact with patients, trichotillomania 
was a rare disorder that she did not study about in the College and was not previously 
known by her colleagues.  
  
 ـلل تأجلYouTube  ناشع مهفوشأب تنكف ، بناجأ وناك مه ،وناعيب فيك فوشأ ناشع
 ةأرملا شإ ةفراع يتنإ و يناعتب سانلا لاصا ، مهاعم تعمد ةغلابم لاب ، مهتاناعمب سحأ
،اهدنع اهرعش  تيسحاد شإ الله اي؟ 
I looked into YouTube to see how they suffered. They were all 
foreigners. I saw them to feel how they suffered. I am not 
exaggerating but I was tearful. They are suffering and you know how 
a woman feels about her hair. I felt then oh my God what is this?  
 
Like other presenters, Rahaf used a range of resources to prepare her presentation, such 
as books, journal articles, and specialized websites. The YouTube videos, however, 
were particularly highlighted in her account because they allowed her to observe how 
patients were describing their symptoms and suffering. Encountering these stories 
affected Rahaf’s engagement with her topic and the making of her presentation. In 
addition to developing her knowledge of the topic, it helped her to develop a personal 
connection with patients at a stage of her professional development in which she had 
access to considerable knowledge in her field, but without any direct contact with real 
patients. That personal connection was reflected in Rahaf’s presentation as she extracted 
and displayed still images from one of the YouTube videos she watched to textually 
highlight patients’ suffering in her slideshow which will be examined within discussion 
of multimodal choices in the next chapter (See 6.2.3).  
Successful engagement with seminar presentations was associated with 
presenters’ ability to build deep knowledge of their topics that required them to employ 
a wide range of available and accessible resources, such as books, journal articles, 
specialized websites, pharmacists and social networking sites. These resources enabled 
them to explore different angles of their topics that were not confined to what they 
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included in their presentations and shared with their audience. They were also 
invaluable to enhance presenters’ understanding and knowledge of their topics.         
5.4 Drawing on Previous Experiences 
When participants described their experiences in preparing and making their 
seminar presentations, their accounts often highlighted the influence that their previous 
experiences in school and the university had on them. Among these experiences, 
participation in PS1 was particularly emphasized because of the impact it had on 
participants’ view of themselves and their approach towards their PS2 presentations. 
Because both courses were taught by the same teacher and taken by the same group of 
students, the challenges shaping participants’ engagement with seminar presentations 
were not very different despite the differences between the two courses in terms of 
timing, requirements, expectations and assessment. In this section, I will examine how 
two presenters; Samya and Rahaf reflected upon their engagement with PS1 and how 
that engagement shaped their approach to PS2. I will start first by looking at how 
Samya drew on her PS1 negative experience to participate successfully in PS2 and 
develop new understanding of some of her long-held assumptions about language and 
success in academic studies. After that, I will examine how Rahaf built on her PS1 
positive experience to restore her self-confidence and ignite her faith in the professional 
decisions she took.  
5.4.1  Samya 
Samya described herself as a high-achieving student throughout her studies at 
school and since she joined the College. She regularly participated in activities in which 
she was required to make presentations and speak in front of others. Her participation in 
these activities was positively assessed by her teachers, colleagues and most importantly 
by herself because she was able to address the requirements in these activities 
successfully. She considered these activities to be easily approachable and manageable 
because she was allowed to use Arabic in addition to English to prepare and execute 
them. While participating in these Arabic-mediated activities in school and College 
enabled Samya to develop a keen sense of self-confidence and personal achievement, 
her feelings changed when she presented in PS1 which she recalled with 
disappointment.   
 
 ةئيس ةبرجت تناك(......... ) ةرم ناك يتوصو ،تفخ ةرم ،تمدصنا ةرم يقلأ تيج امل
 ،ينلأسي ونإ تعقوت ام اعبط انأ سب ،ينعي يداع لاؤس لأسي اج امل روتكدلا ىتح ،فجتري
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و ملاكلا ضعب تيسن و تكبترا تفخف  ـلا  grammar  نامك و ،ةجاح لك و تبرخ
 يناطعأ ام لاصأ روتكدلا full mark  دشأ ينلاخ لعزلا اداه .تلعز ةرم ينلاخ انأف
 اداه ادك ناشعف ،ادك يز و نسحأ نوكيح ةياجلا ةنسلا الله ءاش نإ تلق صلاخ و رثكأ يليح
  ةراسخلا بحأ ام انأ ونلأ ينسمح يشلا(.........)  ةغللا ، قئاعلا شإ ةفراع تنك انأ نامك و
لاخ .هحلصأ مزلا تلقو قئاعلا اداه ونإ ةفراع.ريتكب نسحأ نوكأح ةياجلا ةنسلا ص 
It was a bad experience )……….). When I came to present, I was 
shocked. I was scared and my voice was really shaking. Even the 
doctor when he asked me a simple question, I did not expect him to 
ask me, I was scared and confused and I forgot some words and the 
grammar was wrong and everything. And also the doctor did not give 
me a full mark so I was really upset. This made me work harder and I 
said next year, God’s willing, it will be better, so this thing 
encouraged me because I don’t like to lose (…….…) and I knew what 
the obstacle was, the language. I knew this was the obstacle and I said 
I need to fix it. Next year I will be much better.  
 
Samya was disappointed in her performance because it did not match her previous 
successful experiences and did not step up to her expectation of herself. In contrast to 
her previous performances as a confident and competent speaker, she felt defeated by 
her shaking voice, inability to engage effectively with the teacher’s questions and 
failure to attain a full grade on that presentation as she used to before.  
In her attempts to understand and move beyond that negative experience, Samya 
embraced common views among her colleagues and attributed her difficulties to poor 
English-language skills. While previous experiences allowed her to use Arabic that 
seemed more manageable and less demanding and offered her a sense of control and 
ownership, she felt constrained in PS1 because she was required to rely totally on 
English while presenting. This was a commonly expressed view among students in this 
community because many students believed that total reliance on English hindered their 
ability to engage effectively and successfully in seminar presentations.  
To address her difficulties, Samya took specific actions that would enable her to 
fix and overcome her problems and challenges. She took a one-month evening language 
course while still studying in year-four and a three-week summer course at the British 
Council which she hoped would help to improve her speaking skills because she 




 و ةيداعلا ةايحلا يف ةيزيلجنلإا ءاوس ،بناوجلا لك يف ملاكلا ةراهم اهدنع ةدحاولا ونإ ولحلا
 يف نامك  ـلا medical fieldءايشلأا ، ـلا   diseases .ادك و 
The nice thing is that for a person to be able to speak in English about 
everything, whether English in the everyday life and also the medical 
field, things like diseases and so on. 
 
Like many of her colleagues, Samya believed that being able to speak English fluently 
and accurately beyond their studies was a guarantee of success in their studies and 
academic tasks. If a student was able to rely on English to talk about general topics and 
communicate effectively with others, it was generally assumed that she would be able to 
extend that ability and speak about any topic with ease, including specialized topics in 
pharmacy. Without good speaking skills, their ability to engage successfully with 
seminar presentations was jeopardized, doubted and seriously questioned.  
 
 ةغللا سب يش يأ يوسأ ردقأ انأ ونإ ةفراع انأ ونلأ ،عبار ةنس مايأ يفرهش ةدمل دهعم تلخد
 يللا يه يف انكرتشا عبار ةنس ادك ريغ و ادك ريغ و يقيرط يف ةفقاو يللا يه ،ينتعنام
مدقأ يللا يسفن انأ ةرم تنك و ،سماخلا يملعلا ىقتلملا  ـلا  poster  يه ةغللا وضرب سب
 يف تلخد و ،هلدعأ مزلا تلق يشلا ادب ةصيوع يتلكشم ادك ناشعف يقيرطب ةفقاو تناك يللا
مر يف ةيفيصلا ةزاجلإا ناض  ـلا  British Council ةرم ناك ،عيباسأ ةعبرأ ناك .
 انيلجنإ يز يريصتح ام" انسردت تناك يللا ةذاتسلأا تلاق ينلقن وه ونإ نم رثكأ ،سيوك
 فيك يفرعتح ،كتوق طاقن و كفعض طاقن شإ يفرعتح يتنإ نكل ،عيباسأ ثلاث يف يلوج
 "اهيروطت 
I joined an institute for a month in year four because I know I can do 
anything but the language is preventing me, it is the obstacle standing 
in my way and also and also in year four we participated in the 
Scientific Summit in the university and I really wanted to present the 
poster, but also the language was the thing that stood in my way. 
Because of that I had a serious problem and I had to fix it, and I took a 
course in my summer holiday in Ramadan at the British Council. It 
was four weeks, it was really good. It did not change my level, but the 
teacher who taught us said “you will not become like Angelina Jolie in 
three weeks, but you will know your weaknesses and strengths, you 
will know how to develop them”  
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Samya’s memories of her PS1’s presentation were connected to another disappointing 
incident in the same year in which her English language difficulties prevented her from 
demonstrating her knowledge and skills. She worked with a group of her colleagues at 
the annual Scientific Summit organized by the College of Pharmacy to make a poster 
which she wanted to present on behalf of the other members in the group. Because the 
presentation of the poster had to be carried out in English, however, Samya had to give 
up her desire and another student in the group who was more fluent in English made the 
presentation. Recalling that experience with disappointment, Samya’s belief that 
English represented the real cause behind her challenges and difficulties grew firmer. 
She considered the language courses she took as a first step to address her difficulties 
and recognize her strengths and weaknesses. Although she was aware that these steps 
may not create dramatic changes in her ability to use English within such short period, 
taking these steps offered her a sense of control and relief that she was working to 
address her challenges, develop her language skills and ensure a better performance in 
PS2.  
Despite her strong belief that her difficulties with English were to blame for 
poor performance in PS1, Samya’s reflection on that experience brought to her attention 
other aspects beyond language that were equally important to participate successfully in 
seminar presentations. It drew her attention to a range of expectations and requirements 
that were not necessary in other previous activities, but were highly valued in this 
literacy event.    
 
 لوقأ فيك ، تاملكلا قطن فرعأ لواحأ و ، اهلبق بردتأ مزلا يقلأ ىغبأ يجأ امل نيحد انأ
اذإ روتكدلا ينعي ، حص ملاكلا  ول ، ةفورعم ةملك لاثم وأ ةيودأ اصوصخ ، تقطن ةدحاو
 طلغ يداه اهللوقيح و اهفقويح  طلغ اهتقطن 
when I come to present here, I must practice before and learn how to 
say the words, how to say the talk correctly because if a student 
mispronounces especially drugs or a well-known word, if she says it 
wrong, the doctor will stop her and tell her it is wrong.  
 
She became aware that participating in this event entailed specific requirements and 
expectations which she needed to recognize and embrace. Successful participation in 
seminar presentations was not only about being fluent in English. It also entailed the 
need for extensive rehearsing and practice. It also required presenters to pay attention to 
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accurate pronunciation of medical terms because this was one of the aspects that the 
course convenor prioritized in his feedback. These aspects did not seem necessary to 
Samya before in Arabic-mediated activities which did not seem as demanding as 
seminar presentations. In addition to the general relief associated with being able to mix 
English and Arabic, these activities were often associated with flexible assessment 
criteria that students felt they were able to meet easily. Seminar presentations, on the 
other hand, were shaped by specific requirements and expectations that were not 
previously-known to students and were only brought to their attention after participating 
in PS1.  
Drawing on her experience in PS1 did not only help Samya to recognize the 
expectations and requirements in this event. It also shaped how she viewed herself in 
relation to other students whom she admired because their English language skills 
surpassed hers.  
 
 يللا دهجلا يف ريييثك فلتخن نكل ريخلأا ءادلأا ىواستن و تاجردلا يف ىواستن نكمم انحإ
 يتبحاص ينعي .يزيلجنلإا يف اهاوتسم بسح ةدحاو لك ينعي ، اهسفن ىلع هتلذب ةدحاو لك
 ىلع لغتشت اهسفن نم ادك ينعي الله ءاش ام ادج يزيلجنلإا يف ةزاتمم الله كرابت الله ءاش ام
هسفن انأ" تلاق يه و ، )) كحضت (( ةطسوتملا ةقبطلا انحإ انبردت انحإ ام دق تبردت ام ، ا
 انأ ناشع" تلاق و ةيوش تكع ةحارصلا يهف  ، "تاعاس ثلاث نيتعاس لاإ تبردت ام لاصأ
 لاثم ةدحاو نع ريغ تيسن و ريثك تطبخل ةرمف ،"ريثك تبردت ام يسفن نم ةقثاو ةرم تنك
ا صلاخ لوقت تناك يه مك جاتحي نيعوبسأ عوبسأ و مايأ عبرأ ةثلاث هل هجاتحي ام بيردتل
 لبق ةعاس ـلا  presentation ،  و هتيزيلجنإ بسح ىلع سانلا و تاردق سانلا ، لأ اهل انلق
رثكأ انسفن ىلع لغتشن ونإ سب يش لك لصون ردقن ونإ ةنمؤم انأ سب ، ادك 
Maybe we are all equal in the grades and the final performance, but 
we differ a lot in the efforts that each one of us exerted depending on 
her level in English. My friend, she is really excellent in English. She 
works hard on that. She didn’t practice as much as we did, us, the 
middle class ((laughing)) and she said “I didn’t practice only two three 
hours”. Frankly, she messed up a bit and she said “I was so confident I 
didn’t practice a lot” and she got confused and forgot. She said that 
practice doesn’t need three, four days or a week, two weeks. It needs a 
few hours before the presentation. We told her no. People’s abilities 
are different and it depends on your English, but I believe that we can 




To make a good presentation and engage successfully in this event, Samya was aware 
that she needed to exert considerable efforts to rehearse and practice her presentation. 
She initially associated the need for these efforts with her weaknesses in English 
because she believed that other students who were more fluent in English did not have 
to work very hard at preparing their presentations. Her view, however, changed as she 
observed closely her friend whose English was excellent, but did not perform well in 
her PS2 presentation. Although Samya strongly believed that it was easier for her friend 
to approach and manage the task at hand, she was surprised at the quality of her friend’s 
performance. Listening to her friend as she attributed her poor performance to lack of 
thorough preparation and adequate practice, Samya developed a new perspective 
towards language and its role in seminar presentations through which language no 
longer appeared as the only factor that determined the quality of a presenter’s work. 
Adequate preparation and extensive practice were equally essential to address the 
needed expectations and requirements and engage successfully in this event. 
These provided a promise of hope that it was possible for Samya and other ‘middle 
class’ students to be as successful as the others whose English appeared to give them an 
advantage that was not available to weaker students.   
5.4.2 Rahaf 
Rahaf described herself as an outgoing, confident and high-achieving student. 
She had always liked participating in school activities in which she worked with other 
students and presented in front of different people. In school, Rahaf enjoyed 
participating in educational and social activities. At the same, her high grades and 
outgoing personality allowed her to establish good relations with teachers and students. 
She also received many awards in her school and also at a national level from the 
Ministry of Education. Unlike the other participants, she came from a small town in the 
northern region in Saudi Arabia where she studied till she finished school. She moved 
out of her hometown and travelled to the city in which this study was situated to study 
pharmacy because the university in her hometown did not offer that specialization. She 
was not the first in her family to move to this city because her brother and two of her 
sisters chose to study in this city because of the University’s reputation.  
When she first joined the University, Rahaf described feeling scared and out of 




 انه يجأح نيف لأ تلق انه تيج امل).(  دج نم فيخم ملاع. 
When I came here, I said no, how can I fit here (.) it was a scary 
world,  seriously! 
 
In relation to other students in the Preparatory-Year Programme, Rahaf felt that she was 
looked at as the girl coming from a village or a small city that was not heard of before 
and could not be compared to the new, big city in which she was going to do her 
university degree. Her feelings of self-confidence and achievement were questioned and 
shaken because she was no longer seen as a high-achieving, popular and sociable girl as 
she used to before in school.  
These feelings continued even after she joined the College of Pharmacy. Most of 
her colleagues belonged to the same city while she was the only one who came from a 
small town that none of her colleagues heard of before. She was not comfortable with 
how her colleagues thought of her because she felt that none of them appreciated her or 
realized what she was capable of. She continued to work hard and excel in her studies. 
She also established good connections with other students, but her feelings of being 
different, alienated and unappreciated, however, did not disappear completely.  
Though she consistently attained excellent grades since she first joined the 
College, Rahaf’s view of her experience in PS1 was not related to the full grade she 
received from the course convenor, but rather to the impact that her presentation made 
on her colleagues and the effect that the teacher’s positive comments played on her 
status in this community. When she made her PS1 presentation, Rahaf was not 
concerned about her performance, topic choice or language accuracy. She was more 
concerned with reversing the image that was attached to her as a quiet and ordinary girl 
and replacing it with admiration and appreciation not only for her presentation, but also 
for her as a person.   
 
 :ةثحابلاإ  ـلا اداه يوست يتنإ و يكيل يدحت ربكأ يسحت شpresentation؟   ةيوش لبق
تنك اهتاذ دحب تانبلا مادق ةفقولا يل يلوقت؟ 
 :فهر يف وعنتقي مهيلخأ مهنإ ةويإ،  ونإ ةبوعص تهجاو ةحارصب انه تيج امل انأ ىرت
 نم ةياج يتنإ ونإ يل وعلاطي تانبلا).(  ةيرق اهنيربتعم ، لاصأ ةيرق يه ام يه و).( 
ام ونإ ينعيف  يكيف عنتقي دحأ ، ولاعت يل ةبسنلاب يد تناكف ادك وم يسفن ةفياش انأ تنكف
 نيم انأ وفوش).( نيم انأ ينوفوش ولاعت.  تعلط املف تملكت و ،تانبلا ،  اهاسنأ ام انأ
 ةنس يف  فيفخ يمد نيفراع لبق نم تانبلا عبار ، ملكتأ ،يناكم يف ةيداه سب ،  سب
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ادك و تعلط امل   ةغلابم لاب تانبلا اهدعب ، روتكدلا اج نيلا هلك عوبسلأا مويلا لوط
هدعب يللا عوبسلأا مويلا ،ايلع وملكتيب مهو . 
Researcher: So what was your biggest challenge when you made your 
presentation? You told me before that standing in front of 
the girls was a challenge? 
Rahaf: Yes, to make them convinced with me, you know when I 
came here, it was frankly difficult because the girls were 
looking at me as if I come from (.) they consider it a 
village, but it is not a village (.) to have people look at you 
like this, I did not see myself in this way, for me this 
presentation was like come and see who I am (.) Come and 
see who I am. When I presented and talked and I will 
never forget in year four, the girls, they know that I was 
funny and a good speaker, but they considered me quiet. 
But when I presented, without exaggeration, the girls were 
talking about me, the entire day, the whole week till the 
teacher came the following week.   
 
Although Rahaf rejected her colleagues’ views of her as the girl who came from 
a small village, she made her year-four presentation about her hometown. None of her 
colleagues were impressed with her choice at the time because they did not think her 
choice represented a good and impressive choice for a seminar presentation. They 
advised her to choose a more interesting and popular topic, but she decided to ignore 
their comments and suggestions and insisted on her choice. She used her presentation to 
present to her audience the information that she wanted them to know in relation to her 
hometown. She talked about its size, history and tourist attractions, hoping that she 
would create a different representation of that small town among her colleagues. At the 
same time, Rahaf was working to change how her colleagues viewed her. Making that 
presentation represented a way for her to stand out, draw attention to who she was and 
reverse her colleagues’ views towards her. 
Contrary to her colleagues’ earlier warnings and expectations, the course 
convenor was exceptionally impressed by Rahaf’s topic and performance and he gave 




 لوقي سلج ، ةيادبلا يف طوسبم ةرم روتكدلا ناك" smart  "اهل وقفص و 
The doctor was really impressed in the beginning, he kept saying 
“smart and clap your hands for her” 
 
Her colleagues were also impressed by her performance because it allowed them to see 
a different side of her personality that they did not notice before. It made them see 
Rahaf through the perspective that she was hoping people would see her through as an 
outgoing, confident and competent presenter.   
Reflecting on that experience, Rahaf was encouraged to draw on her PS1 
experience to approach her PS2 presentation in a similar way. She decided to continue 
challenging her colleagues’ views and chose a topic that they did not approve of. 
Contrary to the prevailing tendency in this community to choose statistically common, 
medical issues to ensure availability of resources and references, Rahaf made her 
presentation about a rare hair-pulling disorder which did not appear as a good choice to 
her colleagues. In addition to its rarity, students advised Rahaf to change the topic 
because their pharmaceutical knowledge played a secondary role in its treatment in 
comparison to psychological treatment. For them, the disorder did not seem to be a 
medically urgent issue compared to other more serious health issues that could be more 
helpful in displaying their scientific knowledge in pharmacy.  
Despite their arguments, Rahaf ignored her colleagues’ suggestions and insisted 
on choosing an issue which, despite its rare occurrence, seemed to her to be appropriate 
for a discussion in a professional context. As a professional, she believed that her 
responsibility extended to address any health issue to relieve patients’ suffering. The 
degree to which their pharmaceutical knowledge was needed for treatment did not 
appear as a valid criterion for choosing a topic or ignoring another. Her choice was 
risky, but the confidence that was created by her year-four presentation and the reaction 
it created encouraged her to choose what she believed to be effective and appropriate. 
While discussing her hometown in PS1 aimed to inform her colleagues and challenge 
their prior views, her PS2 choice reflected her desire to continue challenging her 
colleagues’ views. Her concerns with their views of her seemed to have vanished 
because she was no longer in the same situation she was in before in which she needed 
to draw their attention to who she was and what she was capable of. She proudly 




ةحارصب اهيب ةعنتقم ان ام انأ تاجاح ىلع يل ولوقي تانبلا 
The girls tell me about things. I am not convinced with them frankly 
 
Rahaf built on her experience in PS1, the teacher’s reaction and her colleagues’ 
acknowledgment to continue to embrace her own judgement and decisions.   
 In this section, I examined how students’ experiences in PS1 shaped their views 
of themselves and their approach towards PS2 presentations. I described how Samya 
built on her negative experience to develop her understanding of her abilities and the 
requirements and expectations in this event. I also described how Rahaf built on her 
positive experience in PS1 to continue embracing her decisions, challenge common 
views among her colleagues and restore faith in her abilities. Exploring these accounts 
highlighted the powerful impact that PS1 had on students not only because it introduced 
them to the basics of making professional presentations, but also because it provided 
them with an invaluable opportunity to engage with and reflect upon their experiences 
and attend to their own challenges and concerns before approaching their PS2 
presentations.  
5.5 Rehearsing: Bringing the Presentation to Light   
Whether they were rehearsing individually or with their colleagues, rehearsing 
and practicing their presentations was described as a key component of engaging 
successfully in this event. They approached their presentations as staged performances 
which were managed through extensive rehearsing and practicing. Fatin, for example, 
rehearsed her presentation by herself and in front of different members of family 
members and colleagues to learn the details of her discussion and control the 
weaknesses she was concerned with in her performance. She hoped to make a 
successful presentation through which she could impress her teacher and colleagues, but 
she felt constrained by her shyness, anxiety and the need to rely totally on English while 
presenting despite her good understanding of the topic and its details.   
 
 نيدعب ، ةيارملا مادق تبردتا ويديفلا تلغش لاوجلا تيطح نيدعب ، يسفن عم تبردت يش لوأ
 يللا سانلا نم ةيعون يناوخأ ونلأ ينعي ، يناوخأ تبج لوأ مهتبجف ، سانلا ىلع كحضت
 انأ )) مهدلقت (( اه اه اه ، تيدب يبود اي هسل مهتبج ام لوأ .مهتبجف لغتشا ردقأ ناشع يش
 انأ يللا تانبلا تفش مهنم تصلخ . وكحضي و ؟ كدنع شإ ، وقيرتي وسلج و أأأأأأ  مممما
ر نيدعب . ةدايز بردتأ ةدايز بردتا تسلج و ،ريثك أأأأ ، مهاعم تنك ، امام ، امام دنع تح
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 ، كحضأح لوط ىلع اباب تفش ول نكمي ، ةرم ةيدج يه ام ابابب يتقلاع ونلأ تيوس ام اباب
  .ةيصخش روتكدلل صخش برقأ يه .ةيدج ةرم اهاعم ناشع امام ، لا امام سب 
At first I practiced by myself, and then I used the mobile phone and 
video recorded myself. I practiced in front of the mirror, and then in 
front of my brothers, because they are the kind of people who laugh at 
people, so I worked with them first so that I can work. When I first 
presented, the moment I started, they started ha ha ha ((mimicking 
them)) and I started mmmm aaaa and they were making fun of me, 
asking what are you up to? What are you up to? and laughing. I 
finished with them, I practiced with the girls I sit with, there were a lot 
of aaaa, and I practiced more. Then, I went to mom, mom, I didn’t 
practice with dad because my relationship with dad is not very serious, 
maybe if I see dad, I will laugh immediately, but mom no. Mom, I am 
very serious with her. She is the closest to the teacher’s personality.  
 
The attention that Fatin paid to the content of her presentation did not match the 
attention she devoted to controlling and managing her performance. This was an 
important issue for presenters in this community because a presenter’s confidence and 
attitude while speaking and addressing her audience was vital for determining whether 
her presentation would be considered successful or not. For Fatin, her shyness and 
tendency to avoid speaking in front of others threatened to jeopardize her hard work and 
efforts to make a successful presentation. Fatin’s focus on rehearsing her presentation 
was understandable considering her experience in PS1 which was described earlier (See 
5.2). She recalled her year-four experience with disappointment because of her 
performance, rather than the informational content of her discussion. It was not 
surprising, therefore, that Fatin worked to rehearse her presentation in front of a wide 
range of viewers to improve her performance and control the weaknesses she was 
concerned with.  
 A similar perspective was highlighted by Rahaf who also prioritized the 
importance of rehearsing her presentation in front of a wide range of audience. 
Although Rahaf was a confident and outgoing student and expressed no concerns 
regarding English language use in her presentation, she attributed the full grade she 




 عمسأ و فقوأ ينإ ، قرفي بيردتلا .ةكرب و ريخ نيسمخ نيعبرأ تدخأ ول تبردت ام ول انأ
 مزلا .بردتأ مزلا لأ لأ .ادك يوست ةدحاو و ادك يوست ةدحاو و لطت سان يف و  يتوص
يف لطأ و ملكتأ ةيوش لك و مهعمجأ تنك ينعي انتيب يف تنك انأ .نيع يف لطأ  و يد نيع
. طبخلتا ةيوش يد يف لطأ املو يد نيع يف لطأ 
If I hadn’t rehearsed, it would be great if I took forty or fifty. Practice 
makes a difference that I stand and listen to my voice and people look 
at me and someone would do this and another would do that, no, no I 
must practice. I must look at eyes. At home, I brought them together 
and I would talk and look at their eyes and when I look at their eyes, I 
get a bit confused. 
 
Rahaf valued her rehearsal attempts because they allowed her to interact with real 
audience, prepare herself for their diverse reactions and monitor her performance before 
the actual presentation. This was especially relevant considering the never-stopping 
movement in the classroom during presentations described earlier (See 4.3) which 
echoed the general atmosphere shaping professional seminars in hospitals in which 
attendants are not restricted by a specific time to attend or leave a presentation.   
  In addition to addressing their concerns and managing their performance, 
presenters also rehearsed their presentations with their colleagues to gain access to 
valuable feedback that helped them to work on problematic aspects of their work and 
improve their presentations before presenting in front of the course convenor.   
 
:ةثحابلا  ورضحت امل بيطضعبل  presentations  ةيعون شإ feedback  يللا
؟ضعبل اهوطعت 
 :دنه  لاثم يتنك لاثم اهلوقن ، ضرعت فيك ، يه فيك ةجاح لوأ قلعن 
monotone  اهلأسن لواحن نيدعب و ، اهلوقن طلغ اهتقطن ول طلغ تاملك يف ،
ةلئسأ عقوتن ،  .اهلأسن و عقوتن ،روتكدلا 
   :ةثحابلا يصخش ولحتنت اداهة ـلا  teacher؟ 
 :دنه  نم ةطيسب ةلئسأ وم ينعي ، ضرلأا تحت نم ةلئسأ اهل علطن لواحنف ةويإ
 .ادك بيط لواحن . ضرعلا 
:ةثحابلا  تبردت نيحد ، يداه يتضخ امل ينعي ؟ بعص ناك ؟ لهس ناك يكيل ةبسنلاب
؟ مهتلئسأ يتلبقت فيك ، ةلئسلأا يداه كولأس ديكأ و كتلايمز عم 
 :دنه   تفرع ام و ينتلأس لاؤس ول ىتح ولأسأ تانبلل لوقأ تدعق انأ ، سكعلاب
.علطأ لواحأ عجرأ ، ثحبأ ، لوط ىلع اهبتكا 
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Researcher:  Ok, when you attend each other’s’ presentations, what 
kind of feedback do you provide for each other? 
Hind:    We first comment how she was like, how she presents. 
For example, we tell her if she was monotone, if there 
are words she mispronounced, we tell her. And then we 
try to ask her. We anticipate the doctor’s questions and 
ask her.  
Researcher:   So here you impersonate the teacher? 
Hind:  Yes, we try to dig questions from under the ground, not 
simple questions from the presentation. We try like this.  
Researcher:    So for you, it was easy? I mean was it difficult? When 
you went through, you practiced with your friends and 
they asked you questions, how did you feel about their 
questions?   
Hind:    On the contrary, I told the girls ask. Even if she asked 
me a question that I don’t know, I wrote it immediately. 
I would research, go back and look for it. 
 
Students’ feedback to each other served many purposes. It helped with working at their 
presentational skills, language accuracy and pronunciation. It was also useful to 
anticipate the course convenor’s feedback which represented a source of concern for 
students because it was not always predictable.  
Managing their adherence to the required timeframe in these presentations was 
also one of the major advantages that practice facilitated for presenters. It reflected the 
course convenor’s repeated warnings for students that falling short of or exceeding the 
assigned seven-to-nine timeframe would lead to students’ losing grades. This was 
highlighted in the practice session I was invited to attend before observing my second 
seminar session in which the presenters who participated in that session were 
particularly concerned with maintaining the required timeframe. Most of them were 
worried that they would exceed the nine minutes and students who attended the session 
offered presenters a variety of suggestions to address their concerns, such as eliminating 
parts of their speech, increasing the pace of their talk and shortening their slideshows.  
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Layla, for instance, was able to control the length of her presentation in this way. 
She used her rehearsals to deepen her understanding of the topic and make her 
presentation in a concise form.   
 
 ، اهمظنأ و تامولعم عمجأب ريثك تقو تيضقف ، عوضوملا مهفب ةمتهم تنك ادج انأ فسلأل
 تملظ ينإ سحأ ينعي . ةدحاو ةدعق هيلع تدعق ام ينعي عطقتم لكشب تبردت بيردتلا تقوف
 لوأ .بيردتلا ىلع تسلج نامك نيموي يف و تبغ سمأ نكل ، بيردتلا يف ةيوش عوضوملا
يضقأ تنك ضرعلا تأدب ام  .قياقد ةعبس يتفش نيحدف ، ةقيقد رشعتثلاث رشعنثا هيف 
Unfortunately, I was so concerned with understanding the topic, I 
spent a long time collecting the data and organizing it, so practicing 
was intermittent and I did not focus on rehearsing my presentation. I 
feel that I was a bit unjust to the topic in practicing, but yesterday I 
didn’t come to college and I also spent two days practising. When I 
first started, I would spend twelve thirteen minutes, but now you can 
see seven minutes. 
 
As Layla rehearsed her presentation within the two days preceding her presentation, she 
maximized her understanding of the topic, developed her ability to control her 
performance and reconsidered the compositional design of her slideshow in a way that 
enabled her to reduce the time she needed for presenting her work. An example of this 
appeared in her discussion of the withdrawal symptoms associated with prolonged drug 
abuse (Figure 5. 4).   
 
:ىليل  دادعت ملاك ةطاح تنك ىرت انأح ).( ينعي ،مخر ادج لودج ناك ، دادعت وم ىت
 لودجيه ينعي ريبك ادج ـلا signs و ـلا  symptoms  ةروص مك يفوش
).(  ادك يلاوح نكمم20  وأ25   symptoms  ارو ادك ةصر ادك ةبوتكم
 دج نم يسفن دسي هفوشأ ام لك بردتأ تنك امل انأ ، ضعب 
:ةثحابلا  ؟كبجع ام 
:ىليل  شد ةرم  ، ةحارصب نيعلل حيرم وم هيف علاطي دحأ امل ىتح ةويإ(.)  يداهف
 لقأ لك  ـلا symptoms ( يللا xxx)   ـلا يهام25  ةدحاو مهأ يداه سب 
Layla: You know I first put points, not even points (.) It was a 
very boring table, a very big one all of these signs and 
symptoms look how many they are, maybe around 20 
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or 25 symptoms written and listed. When I was 
rehearsing, every time I saw it, I hated it  
Researcher :    You didn’t like it? 
Layla:    Yes even if you look at it, frankly it wasn’t comfortable 
to the eye, a lot of writing (.) But this slide shows less 
symptoms, not all of them, the ones which (xxx), not all 








Rather than presenting the symptoms in detail, Layla decided to focus in her speech on 
the most important symptoms. Her decision was visually manifested in her slideshow 
through moving from a detailed written list to offer a minimized and more selective 
display of visuals with brief written captions. These changes allowed her to adhere to 
the required timeframe and manage discussion of this aspect in her presentation.  
Presenters in this community considered rehearsing their presentations vital to 
their success. It represented an indispensable aspect in their engagement in this event 
that was highly valued in the same way participants valued their efforts to prepare and 
make their presentations. They practised and rehearsed their presentations to achieve 
various goals, such as addressing their concerns and challenges, maintaining control of 
their performance, seeking valuable feedback on their work and managing their time 
while presenting.   
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5.6 Chapter Summary 
In this chapter, I examined four major themes that emerged while exploring 
students’ engagement in this literacy event. The chapter shed light on how participants 
worked to stand out among their colleagues. I also looked at how and where participants 
searched for and arranged needed information to make their presentations. Participants’ 
search for information moved beyond the issues they presented and shared with their 
audience to develop in-depth understanding of their topics. The chapter also highlighted 
how presenters’ engagement in this event was shaped by their year-four experiences 
which had a considerable impact on how they viewed themselves and how they related 
to common norms and expectations in this event. The chapter was finally concluded by 
discussing participants’ efforts to practise and rehearse their presentations and the 
benefits that these efforts provided.  
The analysis in this chapter highlights the need to move beyond a skill-based 
agenda to investigate how presenters engage with English-mediated presentations. 
Looking at this literacy event through a social account of literacy brings to light the 
complexity entailed in participating in this event that was not confined to presenters’ 
knowledge and mastery of a list of linguistic features and rules. Knowledge and mastery 
of the language appeared as one of the aspects that presenters needed to take control of 
to participate efficiently in this event. They also needed to recognize and embrace a 
range of social practices through which they could claim their active membership in this 
community and assume the identity of competent presenters.  
Successful participation in this event entailed the need to recognize and embrace 
a set of complex and interrelated expectations and requirements that surrounded 
participants’ engagement with seminar presentations. Although presenters recognized 
the rules and conventions that they needed to follow to make successful and 
professional presentations, making a professional presentation did not entail automatic 
application of specific conventions and norms. Presenters worked hard to stand out and 
distinguish themselves from their colleagues through diverse choices which they needed 
to appropriate according to the norms and conventions in their community. Whether 
these choices were related to their topics, slideshow design or the organizational 
structures of their presentations, presenters were held accountable for these choices 
which were questioned in terms of their effect on the presenters’ image, their impact on 
the audience and the professional nature of their presentations.  
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As presenters worked to address the expectations and requirements in this event, 
they needed to build deep knowledge of their topics that exceeded what was presented 
and shared with their audience. In addition to preparing for the course convenor’s 
feedback, presenters worked to develop deep understanding of their topics to enhance 
their self-confidence before facing the audience and enable them to create a professional 
image for themselves to convince others with their work, knowledge and the value of 
their topics. A significant aspect of building deep knowledge appeared in participants’ 
attempts to ground their presentations and situate their knowledge in the local context. 
If a presenter was speaking about a drug, she was expected to know all relevant 
information, such as availability, use and price in the Saudi market. If she was 
discussing treatment plans, she was required to present an informed idea about their 
availability and the nature of these plans in Saudi hospitals. Even when presenters spoke 
about statistical occurrence of a disorder or a syndrome, they were asked about relevant 
statistics in Saudi Arabia.    
Another important aspect that was highlighted in this chapter is the rule that 
participants’ experiences in PS1 played in their approach to participation in PS2. 
Whether their experiences entailed positive or negative memories, these memories were 
powerful enough for presenters to draw upon and learn from. These experiences 
encouraged presenters to reflect upon themselves as students and professionals. They 
were useful, for example, to question the long-held and taken-for-granted signficance 
attached to English language proficiency in this community. While it was common in 
this event to describe high proficiency in English as an essential factor to successfully 
participate in seminar presentations, presenters’ experiences in PS1 highlighted other 
expectations and requirements whose significance appeared at times to outweigh 
English language proficiency.  
Among the extensive efforts that presenters exerted to prepare their 
presentations, rehearsing their presentations was particularly highlighted because it 
allowed presenters to maximize their understanding of their topics, manage their 
weaknesses, enhance their preparation and maintain control of their performance. 
Presenters’ awareness of the significance of rehearsing and practice grew as they 
realized that searching for, representing and communicating scientific knowledge 
represented vital aspects in this event, but they were not enough. Presenters prioritized 
the need to maintain control of their performance to appear as competent speakers and 





Chapter 6 The Presentation as a Multimodal Ensemble 
6.1 Introduction 
In this chapter, I examine presentations as multimodal ensembles in which 
presenters rely on the interaction of speech, gesture and slideshow to achieve specific 
communicative purposes (Zhao et al., 2014). Examination of multimodal meaning 
making in this study will focus on the semiotic choices associated with slideshow 
design and speech. This focus addresses the methodological constraints that I faced 
while conducting this study (See 3.5.7). My inability to use photographic and video data 
to document how presenters represented and communicated knowledge while 
presenting required me to focus on examining the semiotic modes and resources which 
were accessible through interview data, observational notes and artefact collection. 
Framed by a social semiotic multimodal perspective to explore how presenters make 
meaning in their presentations, the chapter looks at presenters’ semiotic choices as 
“traces of a sign-maker’s decisions about the expressions of the meaning that she or he 
wishes to make in a given context” (Jewitt and Kress, 2003, p. 278). It examines the 
semiotic resources that participants highlighted through their accounts to trace the 
design criteria which shaped their semiotic choices. The chapter also examines the 
functions that these choices served and the challenges that participants faced to 
represent and communicate knowledge. Samples of participants’ semiotic choices are 
offered and examined whenever possible.  
6.2 Slideshow Design 
The slideshows represented an indispensable component in seminar 
presentations in this event. Each of the observed presenters incorporated a PowerPoint 
slideshow within her presentation. Slideshows served different purposes in this event, 
ranging from supporting verbally-communicated issues to offering and conveying 
specific meanings exclusive from the presenter’s speech. Each slideshow formed a 
multimodal ensemble in which specific semiotic choices were made to support the 
presenter’s needs and interests. These choices are significant because they shed light on 
how presenters worked to establish themselves as knowledgeable professionals while 
maintaining their membership in this community through situating their texts within the 
common textual practices in this event. Unlike other courses in the College in which it 
was common for PowerPoint-supported presentations, especially those produced by 
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teachers, to have hard copies of slideshows printed and distributed for later revision and 
study, the slideshows in this course were short-lived because their use was restricted to 
seminar sessions. Putting in mind that slideshows in this event did not represent 
standalone texts, the semiotic choices in these slideshows must be considered in relation 
to the context in which they were grounded and the presenters who designed and 
orchestrated their use within their presentations. In this section, I examine the semiotic 
choices which were highlighted in participants’ accounts in relation to layout, writing 
and visuals.   
6.2.1 Layout 
Layout refers to the overall appearance of slides. It is concerned with the 
semiotic choices adopted by presenters throughout their slideshows to convey a 
professionally appropriate and consistent appearance. Investigating how presenters 
conveyed that appearance through their slideshows is significant in this study because it 
represents one of the ways through which presenters worked to establish themselves as 
competent professionals. I will first start by examining the design criteria which 
presenters considered essential to create an appropriate appearance to their slideshows. I 
will also look at samples of presenters’ work to examine how they addressed these 
criteria. Then, I will consider the challenges that presenters highlighted while designing 
the layout of their slideshows.  
      Design criteria for layout 
Three design criteria were identified in relation to layout among participants, including 
formality, readability and coherence.  
     Formality  
Formality was described as an essential feature in creating appropriate layout 
structure in seminar presentations. Presenters employed diverse ways through which 
they could create a formal slideshow. These were mostly connected to avoiding 
decorative images, animated cartoons and sharp colours, such as yellow and orange.  
Samya connected formality with choosing a blank background for her slides (Figure 
6.1).  
 
:ةيماس    ـلا ميمصتslides  لكش يف يش بيجأ ينإ ةركفم تنك انأ ،ةركفم تنك انأ
drug  ـلا يف لاثمdesign ةولح تناك ةرم يللا اهتيقل يللا ءايشلأا لك سب ،
 يدنع ام انأ و ،سولفب تناك فسلأل credit card  ترود ادك ناشعف لاصأ
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 يه ونإ تلق سب ،لكش يأ اهيلع ام ونإ سب .يداه تيقل و شلابب يش ىلع
 اهلكشformal.   
:ةثحابلا    ينعي فيكformal  ؟ 
:ةيماس  .يمسر اهلكش ينعي .ءايشلأا يد و نوتراك و روص اهيف ام ينعي 
Samya:  For the design of the slides, I was thinking, I thought about 
bringing a shape of a drug in the design, but all the things 
which I found, that were really nice, were not unfortunately 
free, and I don’t have a credit card, so I looked for 
something that is for free and I found this. It doesn’t have 
any shape on it, but I thought it looked formal.  
Researcher:  What do you mean by formal?  
Samya:  It doesn’t have any images, cartoons and things like                                            





Figure 6.1. Formality in Samya's Layout design. 
 
Samya used a blank background with no images because it reflected her understanding 
of what a formal slideshow should look like. Because she could not obtain a design that 
contained images relevant and appropriate to her topic, relying on a blank background 
in which two colours were consistently used throughout the slideshow created an 
appearance that she considered appropriate for her aim.  
Colour choice was another way through which presenters conveyed formality in 
their slideshows. Lamar, for example, relied on a light blue background because it 
helped her to meet the teacher’s instructions and attain a better assessment.  
 
:رامل  ، فوم ترتخا ةيادبلا يف ، لأ ونإ تيسح نيدعب سب  وم يلوقي نكمم قماغ ةرم
، بسانم .ناوللأل ريياعم انل طاح وه ونلأ 
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:ةثحابلا  ؟ بسح اهيتعجار يتعجر اهآ  
:رامل  بعتت يه سب ، يداع لأ يلوقت نكمي ليصافتلا ، ءايشلأا يدف ، يوامس ترتخا ةويإ
 .روتكدلا ةبغر عم قفاوتي يللا يشلا ناكملإا ردق يوست يلواحتب دحاولا ونإ 
:ةثحابلا  وكاطعأ يللا ريياعملا عم هآ ؟يه 
:رامل  ، ةيمسر ءايشأ ، ءايشلأا سحأ ، ةويإ  ناك يسحت ،رفصأ لاثم ناولأوطح تانب يف لاثم
. يرقت يلمكت يغبت ام ةجردل جعزم ةرم 
:ةثحابلا   ـك كيلعرثأ هيل ةساح يتنإ ينعي ، هآ audience ؟ 
:رامل ، ةبترم هناولأ اهقح ضرعلا ةيوسم نوكت ةدحاو يف لاثم انأ ، ةويإ ةيداه ، ادك و  
، يفوشت يغبت يتنإ و ةحاترم كنيع يسحت   ناك ام لك و . يعمست و يرقت يغبت
كهابتنا تفلي و ،رثكأ كدشي لاصأ ةبغر كدنع ناك ام لك ، بترم ضرعلا  
Lamar:          In the beginning, I chose purple, but then I felt no, it is 
very dark. He may say it is inappropriate because he 
gave us standards for colours.  
Researcher:  Ah, so you reconsidered them? 
Lamar:         Yes, I chose light blue. These things, the details, maybe 
you say they are OK, but no, it is exhausting for a person 
to try as much as possible to do the thing that complies 
with the doctor’s expectation. 
Researcher:  Ah, with the standards he gave you?  
Lamar:  Yes, I feel things, formal things, for example some girls 
put colours like yellow. You feel it was really disturbing 
to the extent that you don’t want to follow and read.  
Researcher:  Ah, so you think this is affecting you as an audience? 
Lamar:  Yes, for example if there is someone who did her 
slideshow and her colours were organized, cool, and so 
on, you feel your eyes are comfortable and you want to 
see. You want to read and listen. The more organized a 
slideshow is, the more you want to see. It attracts your 
attention more.  
 
Lamar changed from a purple background to a light blue one because of the potential 
impact of these colours (Figure 6. 2). The change reflected her concern with the course 
convenor’s reaction to her choice and showed a calculated decision to follow the 
teacher’s instructions to create a good slideshow. At the same time, Lamar’s decision 
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was motivated by its potential impact on the audience who could be encouraged to 
follow a presentation through the semiotic choices that a presenter took to design the 
layout of her slideshow. These choices were not looked at as decorative choices to 
create a better looking appearance for their slideshows. They were rather seen as 
effective and supportive means to help the audience look at, follow and understand 
these professionally-oriented slideshows.    
 
 
Figure 6.2. Colour change in Lamar's slideshow. 
 
The change in Lamar’s slideshow from one colour to another reflected her interests as a 
meaning maker. Looking at such a choice as a challenge, Lamar struggled between her 
first choice with which she was convinced and what appeared to be a safer and more 
appropriate choice. That struggle was resolved by her decision to embrace the course 
convenor’s instructions to which they were introduced in PS1. For her, colour choice in 
slideshows 
 
 يفوش .ةدحاو لك قوذ ىلع دمتعي،  و ،هيف ةعنتقم انأ و ،فوملا اداه ةطاح تنك لوأ انأ
 ـلا يف نوكن انيلخ .تاجرد صقنأ و ،رماغأح ادك انأ ،لا ينإ تيسح تيج امل سب ،ينبجاع
safe side . 
depends on the personal taste of every girl. Look, I first put this 
purple, and I was convinced with it, and I liked it, but when I came, I 
felt that I was taking a risk, and I would lose grades. Let’s be on the 
safe side.  
 
Lamar’s final choice addressed her priorities which were oriented towards addressing 
the teacher’s instructions and attaining a positive assessment. Her choice contrasted 
considerably with Fatin’s colour choice which I discussed earlier (See 5.2). While 
Lamar prioritized her need to follow the teacher’s instruction to stay on the ‘safe side’, 
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Fatin embraced the risks associated with deviating from common textual norms because 
she saw in her colour choice an opportunity to stand out among her colleagues. Though 
both presenters recognized the design criteria that related to colour choice, each one 
addressed colour choice differently in response to her own priorities and needs. In 
Lamar’s case, the affordances offered through the blue colour allowed her to attach a 
formal layout to her slideshow which she believed was essential for a successful 
performance in this event.  
     Readability  
Readability was associated with presenters’ work to offer slideshows that were 
easily understandable and followed by their audience. Presenters relied on a range of 
semiotic choices to create a readable layout in their slideshows. Simplicity played a 
major role in this aspect. According to Salwa,  
  
،طيسب نوكي يش مهأ ، حضاو ملاكلا نوكي ةيفلخلا ،ةحضاو نوكي ونإ نم رثكأ يلمع نوكي 
،ةمحز ةرم روصلا اهيف طحنت مزلا يللا ءايشلأا ةمهملا روصلا هيف نوكي و(.........)  دحاولا
  ـلا يف ملاك رثكي لواحي امslide    تتشتيح ارقيح وه و ملكتتح تنإ امل صخشلا 
the most important thing is for the slides to be simple, and the writing 
is clear, and the background is clear. It should be practical more than 
overcrowded, and it should have the important visuals, things which 
should have visuals (.……) one should not put a lot of writing on the 
slide. If you talk and people read, it would distract them.  
 
Simplicity was associated with avoiding overcrowded slides, providing clear 
background, choosing visuals selectively and minimizing the use of writing. These were 
all features that Salwa believed were vital to make a professional slideshow and were 
carried out in her slideshow through specific semiotic resources (Figure 6. 3).  
Salwa employed a white background with writing carried mostly using black 
font while different shades of red and bold black font were used to foreground subtitles, 
bullet points and numbers. Variation of colour served as a guide to the audience to 
recognize the significance of these elements. In slides 4 and 15, Salwa’s belief in 
avoiding overcrowded slides was manifested through the available white space which 
dominated the slide in comparison to writing. In slide 12, writing increased 
considerably and spatially dominated the slide, but it was arranged within three 
rectangular frames which seemed to organize the appearance of writing and avoid 
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displaying an overcrowded slide. Salwa was also concerned with selective use of 
visuals. In slide 11, she used photographs of the drug she was discussing without adding 
any writing, except for the writing included in the medication containers. In slide 15, 
she chose to display only one visual while she was discussing contraindications, 
precautions and recommendations related to her topic. Because the visual showing a 
man undergoing a dialysis session attended to only one of the written elements on the 




Slide 4 Slide 11 
  
Slide 12 Slide 15 
Figure 6.3. Salwa's work to maintain readability in her slideshow. 
 
Presenters also relied on colour choice to create slideshows that were easily read 
and followed by their audience. Within the observed presentations, specific colours 
were commonly used and preferred because they were seen as formal and appropriate to 
a seminar presentation. White and light shades of blue and grey were commonly used 
for slide background while black was usually preserved for writing on the slides. Blue 
and red were also used to highlight important points in writing. These were not only 
preferred because of their association with formality in a scientific presentation, but also 
because presenters believed they were effective tools in pointing out salient features in 
their slideshows. According to Rahaf who was not supportive of choosing a lot of 




 يفوشت ىتح ).( ام تنك ناوللأاmy slides،  بحأ ام ؟ ينتمهاف اضيب ةشاشلا تناك
 يكيلخت ، ةيمسر ادك ءايشأ يفرمحلأا قرزلأا تمدختسا يف سب ؟ ينامهاف ريثكلا ناوللأا
.تاملكلا يطقلت لك يطقلت يتنإ ريثكلا تاملكلا ملكتأ ةسلاج انأ و.نيتملك ةم 
Colours I was not (.) if you see my slides, the screen was white. Do 
you understand what I mean? I don’t like using a lot of colours, but 
you know, I only used blue and red in some formal things to make you 
catch the words. While I was talking a lot, you would be able to catch 




Figure 6.4. Colours in Rahaf's slideshow. 
 
Like Salwa above, Rahaf associated a blank and white background with a simple, direct 
and practical appearance appropriate for this setting. She employed a white background 
for her slides with black font for the writing while highlighting salient points through 
using a mixture of blue and red with plain and bold font. In addition to her belief that 
these were formal and appropriate colours in this context, her choices were motivated 
by a desire to help the audience to recognize important points in the slideshow while 
listening to her.  
     Coherence 
Coherence refers to presenters’ work to establish links between the multimodal 
ensembles they offered in their slideshows and the purpose of their presentations (Zhao 
et al, 2014). These links supported their efforts to establish themselves as professionals 
and extended their previously-discussed attempts to deepen their knowledge and situate 
it within their professional context (See 5.3). Presenters employed different semiotic 
choices in their slideshows to establish these links without jeopardizing their efforts to 
create formal-looking slideshows. One way to create these links appeared through 
consistent use of specific visuals in the background of their slides. These visuals were 
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not used for their decorative impact, but rather because of their relevance to the topics 
under discussion. Hind, for example, included an image of medication containers in 
seven slides out of the nineteenth slides she displayed in her presentation (Figure 6. 5).  
 
:دنه      .بنج ىلع اهتطاح يللا ةروصلا يده يز ،لكشلا ناشع اهطحأ روص يف 
:ةثحابلا  ميمصت وه يللا ،ها  ـلاslides ؟يساسلأا  
:دنه     ، ةويإ  يه يش اهل ام ونإ سب . ةويإ يساسلأا اهميمصتchemotherapy  سب و  
          . يش اهل وم 
Hind:           I put some visuals for the appearance, like this one I put         
on the side of the slide.   
Researcher: Ah, you mean the basic design of the slides?  
Hind:  Yes, the basic design yes. It doesn’t mean anything, just 
links to chemotherapy and that’s it. It doesn’t have 
anything.  
 
The glass containers in Hind’s slides appeared in different positions and sizes as part of 
her slides’ background. For Hind, these visuals were not used to illustrate or explain 
specific points in her discussion. They created a special atmosphere which enabled Hind 




Figure 6.5. Background in Hind's slides. 
 
Maram also relied on colour choice because of the connections it created with 
her professional practice in hospitals (Figure 6. 6).   
 
 هتيسح يردأ ام قرزأmedical  ،modern  ونإ تيسح ينعي .تيسح ادك .يردأ ام ،
ىفشتسملا وجب ةقلاع اهل قرزلأا نم يد ةجردلا .  
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Blue, I don’t know I felt it is medical, modern, I don’t know, this is 
how I felt. I felt that this shade of blue has something to do with the 
atmosphere of hospitals.  
 
  
Figure 6.6. Shades of blue in Maram's slideshow. 
 
While other presenters looked at colours in terms of their use to create formal-looking 
slideshows, Maram’s use of different shades of blue in her slideshow was motivated by 
the association it offered with medical practice in hospitals.  
 In this section, I discussed three criteria that presenters believed were important 
to design an appropriate layout in their slideshows. Formality, readability and coherence 
were essential features to create a successful slideshow which supported presenters’ 
attempts to establish themselves as professionals and help the audience follow and 
understand the presented topics and navigate through the displayed slideshows.  
6.2.2 Writing  
Writing represented one of the essential semiotic modes that presenters included 
in their slideshows. In this section, I will first discuss the design criteria that shaped 
presenters’ use of this mode and the functions that writing was used to serve. I will also 
examine the challenges that presenters faced to use writing and how they addressed 
these challenges.  
      Design criteria for using writing 
Presenters associated their use of writing with the teacher’s call to them in PS1 
to minimize written texts on their slides. According to Salwa,    
 
  ـلا نيطاح اونوكي يللا تانبلا ىلع دقني وهslide   تنإ بيط ونلأ ،وه هوأرقيو ملاك هلك
 ـلا شإ بيط ،أرقأح انأ و ارقتح challenge  !ينملعت ادك كنإ 
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the teacher criticizes the girls who put a slide full of writing, and they 
read it because OK, you read and I read, so where is the challenge in 
educating me!  
 
In addition to participants’ recollections of the teacher’s instructions, overloading slides 
with writing was one of the issues that the course convenor repeatedly highlighted in his 
feedback to presenters within the observed presentations. Since making seminar 
presentations was associated with presenters’ ability to stand out and demonstrate deep 
knowledge of their topics (See 5.2 and 5.3), excessive use of writing threatened that 
ability and raised questions about presenters’ efforts to project successfully the identity 
of competent presenters because it gave the impression that the presenter was reading 
her slides, rather than presenting her topic actively. 
This was even true for presenters who relied on writing extensively, but did not 
read their slides while presenting. During the second observed seminar sessions, I 
attended a presentation in which the presenter received positive feedback from the 
teacher regarding her topic choice, preparation and performance. The course convenor, 
however, expressed his disapproval of the appearance of the presenter’s slideshow 
because of the presenter’s extensive use of writing. Although the presenter defended 
herself by pointing out that she did not read the writing on her slides, the teacher 
insisted that it was not acceptable to fill slides with writing even if the presenter was not 
going to read from her slides.  
In addition to the teacher’s instructions, presenters avoided extensive use of 
writing in slideshows because of its potential negative impact on the audience. There 
was a common belief in this community that overfilling slides with writing would lead 
to the audience reading the slides rather than listening attentively to the presenter. 
According to Rahaf,  
 
كدلا انللاقوطحت ام وتنإ" انللاق روت   . حصلا اداه ةحارصب وه ،"هؤرقي لكلا ناشع ملاكلا لك
 كنيب و ينيب سب ،ولح ةرم توصلا ناك حص تنبلا . ملاكلا فوشأ تنك و ترضح انأ
ملاكلا أرقأب و ملاكلا يف علاطأب ينع ابصغ 
the doctor told us, he told us “don’t put all the talk down so that 
everybody can read it”. Frankly, this is the right thing. I attended 
presentations and I would see the writing. It is true the voice was nice, 
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but between me and you, I couldn’t help it, I would look at the writing 
and read it. 
 
Presenters were warned against filling their slides with writing to avoid preoccupying 
the audience with reading the text rather than listening to the presenter and following 
the presentation attentively. Fatin, for example, recalled a presentation by one of her 
colleagues in which the presenter relied extensively on writing. Although Fatin was 
impressed by her colleague’s American accent, fluent speech and confidence, she was 
critical of the appearance of her slides because it did not help her to follow the 
presentation.  
 
مهف ام انأ و ةعيرس تناك ةجاح يأ لا و ت.  ـلا شد ةرم ناك ملاكلاslides ،   ــلاslides    هلك ناك
 ملاك.  ونإ بحأ ام يسفن نع انأ).( ةرضاحم ينيدي يجي امل روتكدلا يف ىتح ،  روتكدلا بحأ ام
ملاكلا لك طحي 
she spoke quickly and I didn’t understand anything. The slides were 
full, the slides were all writing. I don’t like that (.) even with teachers 
when they give us lectures, I don’t like it when the teacher writes 
everything.  
 
For Fatin, economical, selective and controlled use of writing represented a useful tool 
for her to navigate through the presentations she attended and understand their content. 
This tool was jeopardized in her colleague’s presentation because it did not offer the 
needed assistance to follow the discussion and understand the presenter’s fast pace of 
speech.    
       Uses of writing 
As a semiotic mode, writing was used to serve specific purposes.  
 Recording key information 
Writing was used to record information which was considered essential for 
understanding the discussion in seminar presentations, such as definitions, symptoms 
and treatment. These were displayed through condensed structures and specific fonts 
and colours to foreground salient information which aimed to guide presenters while 
presenting and facilitate audience ability to understand the presented information.  
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 Supporting presenters and audience 
As a semiotic mode, writing, was not only significant because of the 
informational content it conveyed. It was equally essential because of the support it 
provided to maximize presenters’ control and management of their performance. This 
was particularly highlighted by presenters who were overwhelmingly concerned about 
the possibility of forgetting parts of their speech. This was the case with Hind who 
considered writing as a rescue tool to manage her presentation. She was concerned with 
the possibility of forgetting part of her speech, confusing ideas and losing control of her 
performance. These concerns were partly caused by her shyness and fear of public 
speaking. At the same time, she was not confident with her English language skills 
because she did not consider them to be reliable enough to assist her if she forgot any 
part of her presentation while presenting.  
 
 ، ملاكلا يظفحت تيبلا يف يدعت امل يتنإ هنلأ ، بعص ةرم ، بعص ةرم ةحارصلا ناحبس
، بعص ةويإ ،فوخلا عم سحأ .ىسنتي يقابلا سحأ ، ةدحاو ةملك يتيسن ول ةكبرلا عم لاإ الله 
.ةحارص بتكن انك انحإ ادك ناشعف 
Frankly, it is very difficult, very difficult because when you prepare at 
home, you learn the talk, but with confusion, if you forget one word, I 
feel the rest is forgotten. I feel with fear, yes, it is difficult and frankly 
that’s why we write.  
 
Regardless of the extensive efforts that presenters exerted to prepare and rehearse their 
presentations, their concerns with forgetting their talk and being confused represented 
real threats that could be even worsened by fear and stress while presenting. For Hind, 
writing represented a tool that supported her memory, allowed her to manage her 
performance and most importantly provided a safe resource that she could turn to when 
needed.  
    Challenges in using writing 
Making a successful seminar presentation in this community did not only mean 
engaging in a process of collecting trustworthy information and presenting it. It was 
also seen as a display of knowledge, a proof of professional skills and a manifestation of 
rigorous preparation. Presenters’ efforts to address these expectations were seriously 
questioned by using extensive writing in slideshows. They were expected to make 
presentations through which they worked to stand out among their colleagues rather 
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than just collect and present information. Overreliance on the semiotic mode of writing 
in slideshows threatened a presenter’s ability to fulfil that expectation and raised doubts 
about her preparation and performance. In addition to the negative impact of 
overloading their slides with writing on presenters’ ability to project the identity of 
competent professionals in front of their audience, it was also believed to have a 
negative impact on the audience ability to follow and understand the presentation.  
To address the general agreement in this community on the need to limit use of 
writing in slideshows, minimization of writing was approached differently by 
presenters. Many presenters supported their performance by writing down the main 
points of their presentations in a small note which they kept in their hands and consulted 
occasionally while presenting. This was an acceptable practice in front of the course 
convenor as long as the presenter did not resort to reading directly and extensively from 
this note. Other presenters relied on their slideshow design to manage their use of 
writing in a way that allowed them to write information they considered necessary for 
their performance and audience understanding without violating the textual expectations 
that related to writing. PowerPoint animation was particularly common within the 
observed presentations to distribute information across slides. Hind, for instance, relied 
on PowerPoint animation to organize her discussion of the phases of chemotherapy-
induced nausea and vomiting (Figure 6.7). Because of her concerns that she would 
forget parts of her speech, she included all the needed, basic information in her 
discussion of the phases, but worked to distribute the written information across five 
slides to ensure her ability to remember each phase while avoiding to cram all the 
information in one slide.  
In this section, I looked at how writing was used as a semiotic mode within 
slideshow design in seminar presentations in this event. Writing represented an 
indispensable mode whose use, was framed by specific expectations and conventions 
that presenters needed to address to make a good slideshow and perform well. In 
addition to recording salient information on slides, writing was used to support 
presenters’ memory and facilitate their control over their presentations. Writing was 
additionally prioritized because of its considerable impact on the audience in terms of 

















Figure 6.7. Distribution of writing in Hind's slideshow. 
 
6.2.3 Visuals 
Visuals represented another indispensable mode in slideshow design in this 
event. Presenters’ use of this mode was connected to the course convenor’s instructions 
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which encouraged them to rely on visuals in their slideshows more than writing. 
According to Hind, the teacher  
 
 ـلا وشحت لا تانب اي" لوقي ،لضفي وه .روصلا بحي slide ."روص وطح ، 
likes images. He prefers. He says “girls do not overload the slide with 
writing, put visuals”. 
 
Compared to his warnings against extensive use of writing and its negative impact on 
presenters and audience, the course convenor encouraged students to use visuals 
extensively. I start my discussion in this section with examining the design criteria that 
shaped presenters’ use of visuals as a semiotic mode. Then, I move to consider the 
functions that visuals served to achieve in slideshows.  
       Design criteria 
The use of visuals in slideshows was shaped by specific criteria.   
    Appropriateness to context 
In comparison to the considerable flexibility that surrounded how students 
designed their slideshows in PS1, slideshow design in PS2 was shaped by specific 
expectations and requirements. Presenters were required to choose visuals that were 
appropriate to their professional community and would support their efforts to 
demonstrate in-depth pharmaceutical knowledge to the course convenor and their 
colleagues. Various types of visuals were used, including charts, diagrams, photographs 
and drawings to represent and communicate knowledge. Decorative visuals and 
animated cartoons were avoided because they jeopardized the professional nature of 
these presentations, confused the audience and threatened presenters’ ability to appear 
as competent professionals (See 6.2.1).  
 Appropriateness to audience 
In addition to employing visuals which were appropriate to their professional 
context, presenters’ use of visuals was also constrained by the extent of their 
appropriateness to the audience. According to Salwa,  
 
لا يللا صاخشلأل ةبسانم نوكت مزلا روصززقتي و وفاخي سانروص لاثم ينعي ، نيسلاجو   
Visuals must be suitable to the people you are addressing, for example 




To make a successful presentation, presenters needed to consider the nature of their 
audience while designing their slideshows to choose visuals that their audience would 
find acceptable and appropriate.  
In her discussion of obesity, Maram pointed out that the number of women 
affected by obesity was considerably larger than men. In her slideshow, however, she 
relied on photographs of obese men more than women which she believed was 
necessary because of the male teacher in the course (Figure 6.8).  
 
 ول ءايشلأا يد و ميرحلا روص نع تدعب يظحلات).(   مسجلا نم ءزج نوكيح مزلا وه ينعي
دزوبسكا   تيطح ولف .ليميف  ).( روص ونإ مغريتيسيبولأا  ةبسنلاب يه مهدنعليميفلل  
 تيطح .ليميف ترتخا امف ،رثكأليم  . ةمشتحم نامك روص تيطح و ، 
If you notice, I avoided putting photographs of women and things like 
that (.)  I mean part of the body has to be exposed. So if I put female 
(.) although photographs of women with obesity are considerably 
more common, so I did not choose female. I chose photographs of 




Figure 6.8. Photographs of male patients in Maram’s slideshow. 
 
Although visuals showing female patients were more relevant to her discussion, Maram 
felt that she could not choose these visuals because of the male teacher whom she 
prioritized over the majority of her female-only audience. In addition to choosing 
visuals showing obese men more than women, she included decent photographs in 
which patients’ bodies tended to be covered. Despite the fact that her presentation was 
situated within a community of pharmacists whose professional practice entailed 
coming into contact with all types of scientific visuals, it seemed that Maram 
151 
 
approached this aspect of her slideshow design as a student under assessment rather 
than a professional.    
Layla’s use of visuals was similarly constrained by the nature of her audience 
(Figure 6. 9). She was concerned about the effect of the severity of the visuals she 
needed to use to discuss the diagnosis and assessment of opioids dependence in her 
presentation. Her concerns, however, were directed towards the effect of the displayed 
photographs on her colleagues.  
 
 ـلا وه يللا صحف اهلووسي يللا ءايشلأا نمneedle mark  تيقل يش فخأ ةحارص يه .
  هلك روهمج دنع ةدعاق يتنإ ).........( مهتايسفن بعتت لا تانبلا ناشع ، ضرعنت نكمم ونإ
female  ،female   رمتؤم يف ناكم يف ةرتاكد هتيطعأ ول نكمم ينعي .راغص و
conference  .ةأطو دشأ روص نكمم ،روصلا مهيروأ نكمم ريبك 
One of the things which they examine is the needle mark. It is frankly 
the lightest thing I felt I could display so it won’t emotionally distress 
the girls (……) You are talking with an audience that consists of 
females only, females and young. Maybe if I give it to doctors in a 
big conference, I can show them photographs which are more severe.  
 
 
Figure 6.9. Photographs of needle marks in Layla’s slideshow. 
 
Despite the scientific orientation of seminar presentations in this event and presenters’ 
efforts to explain and illustrate their topics in a professional manner, their semiotic 
choices were constrained by the audience they were addressing. In her discussion of 
diagnosis and assessment of prolonged drug abuse, Layla employed two photographs 
that attended visually to one of the points listed in writing on the slide. Although she 
could have included more visuals to explain other aspects in the slide, she chose 
photographs of needle marks because she considered them to be milder and more 
appropriate to her young, female-only audience. She anticipated what her audience 
would like, accept and approve of in this event and she addressed that expectation 
152 
 
through using these specific visuals. At the same time, Layla’s current choices did not 
dim her awareness that addressing a more professional audience as in a conference 
presentation would require and allow her to choose visuals through which she could 
address the requirements of her topic without reservations.   
        Uses of visuals 
Visuals were used in seminar presentations to achieve different purposes.   
 Explaining scientific content  
Participants used visuals to explain and illustrate their topics. According to 
Layla, visuals represented 
 
 ةيحيضوت ةادأ، ملاكلا نع ينغتست ىتح نكمم ،  اهيلع يحرشت ةيافك يه وترثكأ ةمولعملا تبث 
explanatory tools, you don’t even need the writing. They are enough 
to explain and understand the information better 
 
As a powerful semiotic tool in seminar presentations, visuals were used at times instead 
of writing to support their discussion and help their audience understand and follow the 
presented information.  
Presenters employed visuals to support their explanation in different ways. 
Fatin, for example, explained the symptoms of PCOS through combining speech, 
visuals and writing (Figure 6. 10). The visuals, however, were particularly significant 
because they helped her to bridge the gap between common understanding of some of 
these symptoms and their scientific meaning in relation to her topic.  
 
 ادك يف يننعي يداع ، بابشلا بح يز لاثم ،يداع روص اهيف تيطح ام ول نكمي ةدحاو
( .يه شإ ةفراع تنك ام انأ ةدحاو رخآ سب ،هنيفراع سانلاxxx  ،دوسأ يش وه هاندخآ )
 ام ةنيكسم وه .مهدنع ريثك ميرح يف .ةبقرلا يف داوس مهدنع يللا سانلا علط ؟وه شإ سب
.ةمتهم يه ام ةنيكسم يه اهنإ ةجيتن وه   )...........( يشلا اده اهل علطت تانومره يه
 فيفخلا رعشلا وضرب لاثم .اومهفي ناشع تلقف ،اهتبقر يفوش ةمرح ةروص ةروصلا يدهف
 و ،ملاكلا ورقي وجاتحي ام ىتح صلاخف ،تيطح انأ .اومهفي ام تانبلا ضعب نكمي ،مادق نم
.ادك يز و بابش بح اهدنع ،فيفخ اهرعش نوكي ونإ هضارعأ نم  
There were a few symptoms that if I don’t put any visuals, it would be 
OK. Like acne, it is OK, people know it, but the last one I didn’t know 
what it was. (xxx) We took it, a black thing, but what is it? It turned 
out to be people who have dark spots on the skin of their necks. Many 
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women have this, but it isn’t because she doesn’t take care of herself. 
It is hormones that cause this (……….) so this photograph is of a 
woman, look at her neck, so I used it, so that they can understand. 
Also, thin hair at the forehead, some girls may not understand, so I put 
it, so they don’t need to read the text. It is among the symptoms, thin 
hair, acne and so on.  
 
Fatin placed greater significance on using the visuals to explain ‘acanthosis nigricans’ 
as a symptom commonly misunderstood by people. Instead of associating patients who 
suffered from this symptom with poor personal hygiene habits, Fatin used the visual to 
bring to light the symptom as a physical problem associated with PCOS. The written 
captions in the table were secondary in importance because of the illustration provided 
by the visual illustration which Fatin relied on to enable her audience to understand the 
symptoms without necessarily needing to read the captions.  
  
 
Figure 6.10. Visual illustration of symptoms in Fatin's slideshow. 
 
Although she was concerned with specific symptoms that she believed were not 
previously known by her audience, she adopted a consistent design in which each visual 
in the table was accompanied by a brief written caption to explain the symptoms. These 
choices were important in this event because of the seven-to-nine timeframe that 
presenters needed to follow which did not leave adequate time for explaining lengthy 
writing on slides. In this way, visuals represented practical and helpful solutions that 
saved presenters’ and audience time and facilitated presenters’ work to represent and 
communicate knowledge.   
Visuals were also useful to explain aspects of knowledge that were not 
commonly highlighted by presenters within the observed presentations. This appeared 
in Rahaf’s slideshow in which she used photographs to introduce her presentation on 
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trichotillomania and raise awareness among her audience of patients’ plight and 
suffering. While preparing for her presentation on the rare hair-pulling disorder, Rahaf 
noticed that her colleagues did not consider the topic to be important enough for a 
seminar presentation. In addition to its statistical rarity, most of her colleagues had not 
heard about trichotillomania before and did not consider it as a serious medical issue in 
comparison to other serious health issues, such as kidney and heart diseases. Because 
she believed that this reaction posed a considerable threat to how the audience would 
respond to her presentation, Rahaf introduced her topic with a story of a real 
trichotillomania patient that she watched on YouTube. She supported her speech about 
the patient with displaying five photographs across two slides that she extracted from 




Figure 6.11. Photographs in Rahaf's introductory slides. 
 
Rahaf’s use of photographs in her introduction was significant in comparison to 
how other presenters introduced their topics. Rather than following the common textual 
practices in this community to use medically-oriented visuals to introduce their topics, 
Rahaf offered a photographic display of trichotillomania to highlight the impact that the 
disorder has on patients. To introduce her topic to the audience and gain their attention, 
Rahaf employed a series of semiotic choices that were not commonly used in designing 
introductions of slideshows in this event. She chose a real story and offered the patient’s 
name and briefly described how this patient was transformed by trichotillomania from a 
healthy child to a sick adult. Combining the story with the visuals in Rahaf’s 
introductory slides deviated from the common norms and expectations in seminar 
presentations which tended to adopt an impersonal and distant approach towards 
patients. The photographs that Rahaf extracted from the video showed the patient first 
as a healthy child, surrounded by family and friends. In these photos, the child was 
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shown through a frontal angle that helps to initiate audience involvement with the 
represented participant in the photographs. When Rahaf moved to describe the effect of 
trichotillomania on the woman in the following slide, she employed visuals that showed 
the patient alone with the symptoms visibly clear on her appearance. The oblique angle 
through which the woman was shown in these slides created a sense of detachment 
between the represented participant in the photograph and the audience. This sense of 
detachment was appropriate for this context because it echoed professional practices in 
health care which presenters had towards their patients in terms of identifying health 
problems, examining physical symptoms and offering appropriate treatment. As a child, 
the patient seemed to be a happy, normal child surrounded by family and friends. As a 
grown-up, on the other hand, the patient was shown alone and she was no longer 
looking directly at the audience. It was rather the audience who were looking at and 
examining the patient.  
 
:ةثحابلا  امإ اي ينعيب وأدبي يش رثكأ ،كتلايمز تفش ؟ةصقب يتأدب هيل
 ـلا وأ ناونعلاoutline.  نامك تفشstatistics   .نيبتاك 
فهر:  .ادك وأدبي ريثك 
:ةثحابلا  يتنإ. امامت فلتخم يشب يتأدب 
فهر:  يف ونإ يل ةبسنلاب انأ .جاتحي ام عوضوم يف ونلأ وه ىتح ،ةويإ
 ـب اهأدبأ عفني ام عوضومoutline  شإ نيفراع مه ام لاصأ مه .
 لاثم مهللوقأف وه60  ادك مهدنع %30  ؟هيإ وه بيط ، مهدنع %
، نينثا سب ، هنيفراع وناك ام تانبلا نم ريثك لاصأ ينعي  امل ينعي
  .هيف انعمس ولاق يللا ليلق هوفرع يللا . بردتأب لوأ يقلأ تنك
 ةلاح هنإ وبسحي اوناك و ، لاصأ ضرم اداه ونإ وومدصنا نييقابلا
 .ةيسفن 
:ةثحابلا ؟يسفن يش ممما 
فهر:  يف هنم وناعيب ريثك دج نم و . ضرم اد . ادك وم لأ ، ادك ةلابه
لع تايئاصحا يف ام و ، ةيدوعسلا  . ينعي ادك و اهي 
:ةثحابلا  يبيجت مزلا ناك ادك ناشعstory  ؟كرظن ةهجو نم 
فهر:   لوقعم شم لا لأ ، يد ةجردلل ورثأتي و ، اهيف وسحي ناشع ةويإ وا
my God    .ادك وه 
Researcher:    Why did you start it with a story? I saw your 
colleagues starting with the title or an outline. I 
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also saw people starting their presentations with 
statistics. 
Rahaf:            A lot start this way. 
Researcher:   You started with a completely different thing. 
Rahaf:            Yes, because there are topics that don’t need that. 
There are topics that I cannot start with an 
outline. They don’t know what it is. I come and 
say like 60% have this, 30% have this, but what is 
it? Most of the girls didn’t know what it was. 
When I was rehearsing and practising, only two 
said they heard about it. The rest were shocked 
that it was really a disease. They thought it was a 
psychological issue.  
Researcher:   Mmm a psychological thing? 
Rahaf:           Yes, they thought it was nonsense, a trivial issue. 
No, it isn’t like that. This is a disease and really a 
lot of people suffer from it in Saudi Arabia and 
there are no statistics about it.   
Researcher:    And that’s why you had to bring a story? 
Rahaf:            Yes, so that they can feel it and get affected, no, 
no, that’s impossible, oh my God, that’s why.   
 
Although other presenters showed interests in exploring and understanding emotional 
and personal aspects of their topics, only few of them attempted to bring these aspects 
to light within their presentations. Unlike commonly depersonalized displays of 
patients’ symptoms in other presentations, Rahaf’s photographs aimed to bring to her 
audience a story of a real patient which were used to bridge the gap that Rahaf identified 
between what she considered to be a serious disorder and her colleagues’ attitudes 
towards the topic. Rahaf’s use of visuals to change her colleagues’ attitude and inform 
them was not surprising, considering the importance that presenters attached to their 
colleagues’ views of their presentations. She needed to attract the audience attention and 
trigger their sympathy and understanding towards trichotillomania patients to make a 
successful presentation. These photographs additionally allowed Rahaf to address 
aspects of meaning that could not be safely communicated otherwise without sacrificing 
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the professional nature of her presentation. Despite their deviation from common textual 
practices in this event, Rahaf’s introductory story and its accompanying photographs 
received a positive reaction from the course convenor who commented positively on the 
story and praised her companionate attitude towards patients, but he advised her to 
combine the effective impact of the story and the visuals with the statistics she 
presented near the end of her presentation. While discussing the presentation with 
Rahaf, the teacher told Rahaf that combining the story with the statistics was important 
to enhance the impact of the story and ground her presentation within the norms and 
conventions of professionally acceptable presentations in this community.  
 Establishing credibility 
A common textual practice among the observed presenters appeared in 
displaying the logos of the websites they consulted to prepare their presentations while 
introducing their topics (Figure 6. 12). According to Salwa,  
 
  ةطاح تنك references ف و ةيادبلا يف نوكي ناشع ةيادبلا يف )...........(ريخلأا ي
credibility يف ترود ينإ الله و فوشي امل صخشلا ناشع ،FDA دعب يللا صلاخ انأ نذإ ،
 نوكتف .سيوك تيرق تنإ .كيف قثأ انأ يتقح تامولعملاCredibility . 
I put the references at the beginning and at the end (………..).At the 
beginning for credibility so that when a person sees it, they will see 
that I looked in the FDA. Then, all my information that will come 
later, I can trust you. You read thoroughly so it provides credibility. 
 
Presenters used this display as an evidence of their knowledge, an indication of their 
efforts and an invitation to their audience to trust the content of their presentations. It 
represented a way to address the course convenor’s call to students in PS1 to rely on 
credible and trustworthy resources to make their presentations.  
Within the observed sessions, the course convenor commented only on the 
display included within Lamar’s slide below in which she included the Wikipedia logo 
which he described as an inappropriate resource in this context. There were, however, 
many other presenters who relied on similar general websites, but none of them referred 
to any of these websites in their slideshows. They included logos which were directly 
related to their pharmaceutical practice, such as Medscape, FDA, SFDA and Ministry of 
Health which reflected presenters’ attempts to establish themselves as professionals in 
pharmacy and align to common views of what was considered as academically and 
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professionally acceptable resources. Social networking sites, such as YouTube, 
Instagram and Twitter which I described earlier represented significant resources for 
other presenters who relied on them to make their presentations without referring to 
these sites within their slideshows (See 5.3.5). Presenters appeared to adopt a selective 
approach towards the logos they included in which their awareness of the general and 
non-specialized nature of these websites prevented them from including these resources 











Figure 6.12. Display of logos in seminar presentations. 
 Supporting speech and writing 
Presenters also used visuals to support the semiotic modes of writing and 
speech. In addition to using visuals to explain and illustrate specific information, visuals 
were also used to enhance the meanings communicated through other semiotic modes. 
Samya, for example, employed a drawing in her introductory slide to support the verbal 
explanation she used to introduce her discussion of counterfeit drugs. When Samya 
started preparing and rehearsing her presentation, she noticed how her colleagues found 
it difficult to follow her presentation because they were not familiar with the technical 
term ‘counterfeit’. They asked her to translate the word while she was rehearsing her 
presentation and they also advised her to offer easier and more accessible alternatives 
within her presentation that would help them understand and follow her discussion. To 
address her colleagues’ comments, she designed her introduction in a way that 
combined speech, writing and a visual drawing to illustrate the meaning of counterfeit 
drugs (Figure 6. 13). Samya looked at the drawing in terms of the general atmosphere it 




 ،وجلا يف دحاولا لخدت ناشع لكش سبروص يف  ملكتأح تنك ام  ةوصلا يداه يز ينعي
  يه ،اهنعintroduction   وأ عوضوملا ةيمهأب صخشلل يحوت ناشع اهتطاح تنك .سب
رطخلاب  
There are some visuals used for their appearance because they let you 
join in the atmosphere, like this visual, I wasn’t going to talk about it. 
It is just an introduction, but I put it so that it conveys to the person 
the importance of the topic or danger.   
 
Unlike the common use of snakes in medical fields as a representative symbol of 
pharmaceutical extraction of medication, the snake displayed in Samya’s introductory 
slide highlighted the universally acknowledged and harmful nature of snakes. Although 
she did not refer to the drawing while introducing her presentation, she counted on the 
drawing’s ability to create an atmosphere of threat and danger that helped to 
thematically orient her audience to the hazardous effect of counterfeit drugs. 
 
 
Figure 6.13. Introductory slide in Samya's slideshow. 
 
 Attracting audience attention  
Presenters also relied on visuals to gain the audience attention and increase their 
engagement in the presentation. According to Salwa,       
 
 نوكي يللا يشلا انملع دق لاق ، اندوع وه visual  هدشيح . عباتي يللا صخشلل لضفأ نوكي
 ـلا نوكي ام لدب ، slide  يهابتنا دشيح انأ يش يف ام لميح صخشلاف . ملاك ملاك ملاك اهلك
............زكرأ ينإ ينيلخيح يش يف ام  هلك نوكي ام لدب ،رثكأ زكري دحاولا دعاست روصلا
 . لمي دحاولا . هارقيب هارقيب صخشلا ملاك 
He taught us, he said to us that when things are visual, they will be 
better for the person who is following. It will attract more, instead of 
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having the slide full of words, words, words. A person would be 
bored. There is nothing to attract my attention, to make me focus 
………… Visuals help a person to focus more, instead of having it all 
in words for a person to read and read. One will be bored.   
 
Effective use of visuals was seen as a sign of success in seminar presentations to 
represent and communicate knowledge. This use also extended to the potential impact 
that visuals have on helping the audience understand and follow these professional 
presentations.  
 Conveying confidence 
While extensive use of writing in slideshows was discouraged because of its 
negative impact on presenters and their audience, presenters in this community were 
highly encouraged to rely on scientific, pharmaceutically-relevant and professionally-
oriented visuals. In addition to facilitating the discussion of their topics, relying on 
visuals was seen as an indication of presenters’ advanced linguistic and presentational 
skills. According to Hind,   
 
 روتكدلا ـلا وشحت لا تانب اي" لوقي ،لضفي وه .روصلا بحي slide  ام يف ."روص وطح ،
 ـلا يقلاتف ،وسني وفاخي ام الله ءاش ام تانب الله ءاشslide  سلجت . ةروص نع ةرابع اهلك
عتمتسي  ))كحضت(( ةروصلا حرشت  ملاك يتللق و ةروص يتيطح ام لك" لوقي . ةرم بحي ،
"ةدايز ةقث يتيطعأ يتنإ ،  يده . اهسفن نم ةقثاو يده هوأ روهمجلا يطعت كنأك ينعي .
 .عرست و لوقت ةمهاف 
The teacher likes images. He prefers. He says “girls do not overload 
the slides with writing, put visuals”. Ma sha Allah2, there were some 
girls, ma sha Allah, weren’t afraid that they forget so you would find a 
slide that consists of a visual. She would go on about explaining the 
image ((laughing)). He enjoys that. He likes that a lot. He says “the 
more visuals you put and the less writing you use, you convey more 
confidence”, as if you are conveying to the audience Oh this one is 
self-confident. She understands her topic and she can speak fast.   
                                                          
2 ‘Ma sha Allah’ is a commonly used Arabic phrase among Muslims which indicates praise and 
admiration to the topic of conversation while acknowledging and recognizing God’s grandeur and grace. 
In Islam, this phrase is used to protect the person admired from the evil eye which may result from envy 





Being able to include and explain visuals in their slideshows without the need for 
extensive writing to support them enabled presenters to appear as confident and 
competent speakers. For Hind, and many of her colleagues, this was not an easily 
unproblematic goal to achieve. Hind admired presenters who were comfortable with 
displaying visuals and explaining them without any writing to read or consult.  
6.3 Speech in Seminar Presentations 
As a semiotic mode, speech is connected with linguistic and paralinguistic 
features that speakers employ to represent and communicate knowledge. While 
linguistic features enable speakers to “articulate and connect the chosen words and 
syntactic structures that make up the meanings they wish to express”, paralinguistic 
features, such as tone and intonation entail features, such as speakers’ “attitude towards 
the topic and the audience; their intention of affirming, exclaiming or questioning; their 
emphasis on key words or ideas, etc.” (Morell, 2015, p. 140-141). Examination of these 
features pave the way for a better understanding of how they contribute to multimodal 
meaning making. In this study, engaging with speech was generally described as the 
most challenging aspect in preparing seminar presentations. In this section, I will look at 
the design criteria that shaped presenters’ use of speech and the functions it served 
within seminar presentations. The section is concluded by examining the ways through 
which presenters managed the challenges associated with using this mode in seminar 
presentations. Because of the methodological constraints that I faced while conducting 
this study (See 3.5.7), my examination of this mode will be based on interview data and 
observational notes. Although these instruments provide data that miss the intricate 
details of using this mode in seminar presentations, they shed light on this mode as a 
motivated sign by focusing on what presenters prioritized in using this mode.   
6.3.1     Design Criteria for Using Speech 
Participants in this study associated their use of speech with specific criteria 
which they believed were necessary to use this mode efficiently to make their 
presentations. These included pronunciation, grammatical accuracy and a native-like 
accent.  
      Pronunciation 
Considerable attention was devoted to accurate pronunciation in this event, 
especially of medical and scientific terminology. In fact, when students talked about 
English language use and the challenges associated with total reliance on English to 
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make their presentations, they often focused on pronunciation more than any other 
aspect. It required them to rehearse and practice extensively to ensure that they were 
able to pronounce words correctly. Participants described how the course convenor was 
particularly strict with accurate pronunciation of scientific terminology, especially in 
relation to drugs and medications.  
 
:دنه       ـلا اعبط يش لوأ language، .يش مهأ وه ي ةرم روتكدلا نامك ىلعزكر
  ـلا pronunciation  يف  طلغأ نكمم .ةيودلأا يف اصوصخ ضعب يف
.ملاكلا .طلغ نوكي يقطن 
 :ةثحابلا ؟ لوبقم وم اودلا سب 
:دنه       تاملكلا ضعب يف طلغ يدنع انأ ونلأ ةجرد ينصقنم انأ ينعي ،لوبقم وم
 ،طلغ هيف دحاو فرح يف ، طلغ هيتقطن اود يتنإ ونلأ ،عونمم ادك ).(
 تقطن ول تانب يف ول ىتح و .ةيودلأا ىلع زكري امياد وه .يناث اود هبسحن
 .اودلا مسا اهل ححصي ملكتت ةدعاق يه و ،اهل ححصي طلغ اود 
 
Hind:         The first thing is the language. This is the most important 
thing. The doctor also focuses so much on pronunciation 
especially in medicines. I can make mistakes in speech. 
My pronunciation could be wrong 
Researcher: But in medications, it is not acceptable? 
Hind:           Not acceptable. I lost a grade because I have mistakes in 
some words (.) It was not allowed, forbidden because you 
pronounce a medication incorrectly, one letter is wrong, 
we will think it is another medicine. He always focuses on 
medicines and even if girls, if she mispronounces a 
medicine wrong, he corrects it for her. While she is 
speaking, he corrects the name of the medicine.   
 
Considering the fact that the course convenor’s feedback within the observed seminar 
sessions was typically given after the end of each seminar presentation, inaccurate 
pronunciation represented an exception to that consistent practice. This exception 
represented a threat that caused presenters to loose grade in the same way that Hind 
above lost a grade because she mispronounced names of drugs in her presentation.  
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Inaccurate pronunciation of medications and treatment was avoided because of 
the potentially devastating consequences that may result from a mispronounced formula 
or prescription. They associated accurate pronunciation not only with making a good 
seminar presentation, but also with their professional responsibility in pharmacy. 
Although preparing for these presentations did not involve direct contact with patients, 
the possibility of mistaking one medication for another due to mispronunciation and the 
potentially negative impact of such mistakes highlighted accurate pronunciation as an 
integral feature of their use of speech.  
The course convenor’s immediate feedback on inaccurate pronunciation 
questioned the quality of presenters’ work and preparation and threatened their efforts to 
attain positive assessment. Moreover, a presenter’s ability to accurately pronounce 
medical terms, especially medications and treatments had a considerable impact on her 
image as a successful professional. According to Salwa,  
 
 ،صخش يجي ونإ بيع ونإ .قطنت فيك ةملكلا فرعي نوكي مزلا ،ةملك لوقي يجي ام دحاولا
 .طلغ اود مسا لوقي يجي 
One cannot come and say a word, she needs to know how the word is 
pronounced. It is shameful for a person to come and say the name of 
the drug in the wrong way. 
  
The accuracy of pronunciation exceeded the potential harm it may cause to patients to 
its impact on presenters’ views of themselves as professionals. It was equally significant 
for how they viewed themselves in relation to other members. Salwa’s use of the word 
“بيع” (shameful) carried a mixture of meanings in Arabic connecting inappropriateness, 
shame and repulsiveness. Because the word’s use is usually associated with socially 
inacceptable behaviour, its use by one of the participants in this event brought to light 
the impact it created on a student’s image among other members in this community. In 
this case, inaccurate pronunciation represented a source of shame that distorted a 
student’s image as a presenter and a professional in relation to other members in her 
community. 
 Grammatical accuracy 
Unlike the attention that was given in participants, accounts to accurate 
pronunciation described above, grammatical accuracy did not attract similar attention. 
Presenters managed this aspect of their speech by adopting the grammatical structures 
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they came into contact with through consulting scientific resources, seeking help from 
more competent language users and adequately rehearsing their presentations before 
they presented in front of their teacher and colleagues. Minor errors, such as subject-
verb agreement and adjective-adverb differentiation that did not impact presenters’ 
ability to communicate with their audience were not pointed out by the course convenor 
and presenters were not preoccupied by them during their practice sessions or actual 
presentations. Within the seventeen observed presentations in this case study, the course 
convenor commented on the accuracy of language structures in only two presentations 
in which presenters struggled with basic sentence structures in a way that affected the 
smoothness and intelligibility of their talks.  
   A native-like accent 
The accent in which English was spoken represented an important aspect of 
speech for many students in this event. Speaking with an American or a British accent 
was particularly valued because it was seen as an evidence of a speaker’s mastery of 
English language skills. If a presenter spoke English with an American or a British 
accent, she would be seen as a competent language speaker who was in control of using 
English competently and successfully. A native-like accent represented a socially 
significant issue among Saudis because it was often seen as an indication that the 
speaker has been in private education in school. In Saudi Arabia, private school 
education is mainly sought because of the focus it provides on nurturing English 
language skills among learners to provide them with an advantageous head start in 
university studies and professional practice afterwards. A native-like accent was also 
considered as an indication of the social and financial status of speakers. There was a 
common assumption that such accent meant that the speaker was rich and has travelled 
around the world.  
Fatin, for example, believed that an American accent was indispensable for a 
good and convincing performance. Although she received a positive feedback on her 
presentation, she repeatedly expressed her dissatisfaction with her English language 
skills during our interview. When I asked about what she wished to improve in her 
language, she particularly highlighted the accent which she considered as a hard-to-
reach goal that was not available to her despite the long years she spent studying 
English in private education before joining the university. This view was also extended 
to how she assessed her colleagues’ performance in terms of their accent more than any 




:نتاف  ،ءاقللإا تقو الله ءاش ام سب ،ةيزيلجنلإا ةغللا يف ةرم وم ،مهتفراع انأ تانب يف
 الله ءاشام.يزيلجنإ ملكتت تراص 
:ةثحابلا   ؟فيكwhat do you think happened  ؟ 
:نتاف  ةيبرع يه ام ةناسنإ يداه لوقأح عمسا و مهفرعأ ام مه انأ ول نكمي ؟فيك ةويا
 .ةجردلا يدهل ولصو تانب يف .اساسأ 
ةثحابلا   وم اهتغل يلوقت يتنإ يلل ةبسنلاب تاذلاب ؟ ادك يز يش يف ببسلا يعقوتت شإ
 ؟لاصأ ةرم 
:نتاف   ـلا مهدنع ام سب يزيلجنلاا مهدنع سان يف accent ، فوشأ انأ .مهدنع سان يف
 ـلا هدنع دحاو سب ،يزيلجنا مهدنع نينثلاا يناوخأ accent  ،هسحأ ملكتي امل ،
 ىوتسملا سفن ،لا يناثلا ايوخأ .ةجاح لا و ةيكيرمأ كمأ لوقي كعمسي يللا هلوقأ
سب .يشلا سفن مأوت مه  ـلا هدنع الله ناحبس اده accent.  فرعأ ام انأ لوقي
 ـلا مهدنع ادك يز يللا تانبلا لاوده .هيز اهقطنأ accent  .سيوك ةرم 
Fatin:              Some girls I know them, they are not very good in  
English, but when she presented, she spoke English 
well. 
Researcher:      How? What do you think happened?  
Fatin:                Yes how? Maybe if I didn’t know them and I heard  
them, I would say this girl is not even Arabic. Some 
girls were that good.  
Researcher:      What do you think the reason for this? Especially for      
those you described their language as not very good? 
Fatin:                 Some people have English, but don’t have the accent. 
Some people have. I see this with my two brothers. 
They have the same level. They are twins, it is the 
same, but one has the accent. When he speaks, I tell 
him that he sounds like he has an American mother or 
something. My other brother no, they speak well, they 
are twins, it is the same, but the other one does not 
have the accent. He says he can’t say it like the other 
one. Girls who are like that, who have the accent, it is 




An American accent seemed to be a separate and independent asset in relation to 
English language proficiency. As students worked together for years since they joined 
the College, they recognized each other’s weaknesses and strengths, especially those 
related to English language skills. Fatin assessed her colleagues’ presentations in terms 
of the accent they were able to project. Her prior knowledge of their limited abilities 
with English contrasted considerably with her surprise at their American accent while 
presenting which made them appear capable of speaking English as if it was their first 
language. In the same way Fatin perceived her American-accented brother with 
admiration, she admired students who had that accent because they seemed to her to use 
English in the right way. For these students, having the accent was كسيو  “good” because 
it conveyed competence and mastery over the language.  
The attention given to a speaker’s accent was not connected to other aspects of 
language use, such as grammatical accuracy and pronunciation, the extent of presenters’ 
efforts or the content of their presentations. In fact, an American or a British accent 
seemed sometimes to outweigh the value of other aspects associated with speech in 
these presentations and that appeared in how they viewed their colleagues and assessed 
their presentations. Lamar, for instance, expressed her dislike towards one of the most 
successful presentations within the observed seminar sessions because of the presenter’s 
accent. Despite the fact that the presenter received a full grade and a positive feedback 
from the course convenor, Lamar expressed her disapproval of that presenter’s work 
because of her accent.  
 
 ةيراق و ،تامولعم اهدنع الله ءاش ام يه نكل ،ةعيرس ةرم تناك و ،ةئيس ةرم يزيلجنلإا ناك
  اهادأ و ةيزيلجنلإا ةغللا نع ىضاغت روتكدلا ونإ ،اهلتعفش ةيملعلا اهتليصح .سيوك ةرم 
full mark  ـلا فرعت ،ةمولعملا فرعت يه ونلأdose  يش لك فرعت ،رعسلا فرعت ،
هتيراق يش لك ونأك  .لأ فوشأ انأ ونإ عم ،اهلاب يف طوطحم  
Her English was really bad and she was so fast, but she had 
information, and she has read really well. Her knowledge made the 
teacher overlook her English, and he gave her a full mark because she 
knows the information, she knows the dose, she knows the price, she 
knows everything as if everything she has read was in her mind, but I 




In one of our informal talks, Lamar spoke about the importance of having an American 
accent because it was easier on the ear to hear and it showed that a speaker was able to 
speak English fluently and accurately. Although Lamar acknowledged the presenter’s 
in-depth knowledge and thorough preparation, she assessed her colleague’s performance 
in terms of her accent, rather than her ability to use the language to carry out the task in 
a comprehensible way. It did not matter to Lamar that the presenter was not struggling 
with grammatical accuracy or comprehensibility in her talk, the presenter’s performance 
was judged by Lamar in light of her accent. Lamar’s belief in the significance of accent 
was strong enough to the extent that she believed the teacher did her colleague a favour 
by concentrating on other aspects of her presentation and overlooking her accent.  
This overemphasis on the value of accent appeared also in students’ 
dissatisfaction with their own language skills. Throughout this study, different students 
approached me to ask about tips that I recommended as an English language teacher to 
improve their language skills. I noticed that many of them were asking about their 
desire to change their accents because they wished they could speak English, as they 
framed it,   
غل اهنأكةيلصلأا يت  
as if it is my original language 
 
They wished to have an American or a British accent because they believed it was a 
prestigious asset among other members in their community. It did not matter to them 
that their current knowledge of English enabled them with adequate preparation and 
practice to use the language according to their needs to communicate comprehensibly 
with others and attain good grades in their studies. The accent was vital to claim the 
status of a proficient English language speaker and project the image of a competent and 
professional presenter which they valued and aspired to attain.    
6.3.2     Uses of Speech 
Presenters considered preparing their speech as the most challenging aspect in 
seminar presentations. They used this semiotic mode to articulate their knowledge while 
using visuals and writing as supportive tools. Although visuals were at times used to 
convey specific meanings independently of verbal articulation, speech represented the 
major mode through which they represented and communicated their knowledge. In 
addition to communicating scientific content, students’ ability to control and utilize the 
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semiotic mode of speech in accordance with common values in this community 
appeared to be equally important to its content.  
Governed by the immediacy that surrounded its production and reception, 
presenters prepared and rehearsed their speech ahead to maximize control of their 
performance which seemed as important as the content of their speech. Control of this 
mode, however, was not easily achieved by all presenters who seemed to share a 
common concern regarding their ability to use speech effectively while relying 
exclusively on English. I have previously pointed out the common belief in this 
community which considered proficient use of English as a guarantee of success in 
seminar presentations (See 5.4). Throughout my stay at the College, students often 
described their experiences with preparing for their presentations through pointing out 
that 
 
ةغللا ةجاح مهأ     the most important thing is the language 
and 
  يف ساسلأا يه ةغللازنشيتنزيربلا انتقح     language is the base in our presentations 
 
While, according to students, mixing English and Arabic was a common practice 
in many of the other courses and activities in the College of Pharmacy, Arabic was only 
used in seminar presentations when presenters discussed their work with the course 
convenor. It was not, therefore, surprising to hear the year-five students speak about the 
significance attached to having an excellent command of English as a prerequisite to 
successful engagement in this event.  
6.3.3     Managing the Mode of Speech 
Considering the significance attached to speech as a semiotic mode and the challenges 
associated with its use in this context, presenters managed their use of speech through 
relying on specific practices.       
      Regular contact with scientific materials in English 
Presenters’ regular contact with scientific materials in English represented a 
major source of assistance to prepare their speech and make their presentations. 
According to Maram,  
 
 اهيدخات ةلمجلا يلوقت ايدارإ لا يعجرت يتنإ .صلاخ كاعم كسمت تاملكلا سفن يرقت ام دعب
  ـلا نمtext  .اهيركتفت ادك صلاخ ، 
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After you read, the same words just stick in your mind. You 
unintentionally say the sentence you take from the text. That’s how 
you remember it. 
 
Regular contact with English through reading, attending lectures, studying and watching 
videos allowed presenters to adopt many of the phrases and sentences they came into 
contact with which facilitated their ability to construct their speech. This was especially 
highlighted by presenters who were not confident or comfortable with using English 
beyond their disciplinary studies. For Salwa, the benefits of this regular contact was 
invaluable to manage her PS2 presentation in comparison to her presentation in PS1 
which she described as more challenging.  
 
:ىولس  نلاب ـلا بناجلل ةبس scientific بعص ةرم وم ناك  صلاخ انحإ ونلأ،in 
general  ناك .بوتكم يللا ملاكلا نيمهاف و هنيفراعchallenge   قح تيوس امل
 ةبعص تناك تاملكلا وهف . يزيلجنلااب هلوقن مزلا وهف .امامت فلاخم ناك و ماعلا
ناشع وه ناكف .تادعاقلا فرعأ مزلا .مجرتأ مزلا ةيوش  انه امأريغ يعوضوم
  .لهسأ صلاخف 
:ةثحابلا  ـلا ىلع ريثك يقلقتب ام يلوقت يغبتlanguage    ؟ كصصخت صخت اهنلأ نلآا 
:ىولس . بسح ىلع نكل ، هيلع تدوعتا انأ يللا ريغ فلاخم عوضوملا ونلأ ةويإ  تانب يف
،يزيلجنا وملكتي مه ةيصخشلا مهتايح يف ونوكي  وم وهف challenge  مهل ةبسنلاب
يزيلجنإ ملكتي دحأ يف نوكي امل ريغ  ،يزيلجنا ملكتي دحأ يلوح ام انأ يز ينعي .
 يل ةبسنلاب كريسلا ناكفchallenge  دحأ هدنع و ملافأ عباتي دحأ يطعأ امل امنيب ،
  .هسفن صخشلا ةعيبط ىلع دمتعي .يزيلجنا ملكتي 
Salwa:         The scientific part was not really difficult because we 
already know it in general. We understand the written 
materials, but the challenge was when I did the 
presentation last year. It was completely different. We 
had to say it in English. The words were a bit difficult, I 
had to translate. I had to know the grammatical rules so it 
was because my topic was different, but here it is much 
easier. 
Researcher: You mean that you don’t worry about the language as 
much now because it relates to your studies? 
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Salwa:          Yes because that presentation was different from what I 
was accustomed to, but it depends. Some girls speak 
English in their personal lives so it is not a challenge for 
them. It is different for someone who speaks English. For 
me, I don’t have anyone around me speaking English so 
the ‘circus’ was a challenge for me, but if I give it to 
someone who watches movies and has somebody 
speaking English with them, it depends on the person 
herself.   
 
Unlike many other students who described their PS1 presentations as easier and 
less stressful, Salwa found her year-four presentation challenging because of the nature 
of the topic which represented an unfamiliar territory in relation to using English. In 
contrast to how she was used to discuss, read and study about pharmaceutically-oriented 
topics using English in the College, making a presentation about the ‘circus’ in PS1 in 
English was different. It required a different type of vocabulary knowledge that Salwa 
did not have access to at the time. Though it was common among presenters to look at 
year-five presentations in terms of the extensive efforts they required and the meticulous 
assessment criteria they entailed, Salwa’s description above sheds light on one of the 
personal challenges that made her describe the year-four presentation as more 
challenging and demanding. Her unfamiliarity with the nature of the topic was only one 
aspect of that view. She was equally focused on her inability to relate to the topic by 
discussing, researching and approaching it in the same way that was available in the 
making of her pharmaceutically-oriented PS2 presentation.   
Although many presenters wished to improve their English language skills, their 
current command of English seemed efficient and appropriate in relation to their 
previously-prepared and well-rehearsed presentations in PS2. Discussing their work 
with the course convenor, however, represented a different challenge because their 
regular contact with English scientific materials did not necessarily offer them the 
support they needed to engage in that discussion efficiently. Discussing their work with 
the teacher often involved the need to explain their choices and elaborate on the content 
of their presentations beyond their prior preparation and sometimes beyond even the 
boundaries of their topics. In this way, using English to prepare their presentations and 




 ةرم ونإ ةلأسم وم يدنع انأ يزيلجنلاا وه perfect   ناشع انحإ نكل presentation 
طبضن حص تاملكلا قطنن انلواحف .انبردتا  ـلا grammar  ريثك راوح ،راوحك نكمم نكل
 انحإ ةجاح رثكأ ونلأ .ةيوش نكمم scientific،  ءايشأ يف لواحأح فيك نع رظنلا ضغب
 نكل ،لقأ نوكي نكمم .ةيناث scientific  ثكأ ملكتن فرعن انلاخ يللا اداه وه هلك هنلأ ،ر
 عون رثأم اداه ناكف .انمهف و اداه ىلع ملكتن و اداه قطنن انحا انفرعف ،هانسرد انحا
.هيلع ملكتنب يللا عوضوملا 
My English is not really perfect, but because we have a presentation, 
we practiced. We tried to pronounce the words correctly, work on the 
grammar, but maybe as a conversation, a long conversation a bit 
because we are mostly scientific, regardless of how we try in other 
things. May be it is less when it is scientific. This is what made us 
know what to talk about because we studied all of it, so we know how 
to pronounce this and talk about that and we understood, so it had an 
effect what we were talking about.   
 
Regular access to scientific language in English and through preparation may 
have facilitated presenters’ ability to make their previously-prepared and well-rehearsed 
presentations in English, but it did not have the same impact on their ability to discuss 
their work with the teacher. Many presenters highlighted the gap they felt existing 
between their search and use of information in their presentations and their concerns 
regarding their ability to attend confidently and successfully to the course convenor’s 
feedback. Although this feedback was triggered by the content of their presentations, it 
was common for this feedback to extend beyond the boundaries of their topics by 
requiring presenters to elaborate on presented issues, justify their choices and assert 
their knowledge.  
      Year-five colleagues 
Presenters also relied on help from their colleagues who were more proficient in 
English to prepare their speech and the writing on their slides. Samya explained how 
this helped her to compose her talk.  
 
:ةيماس   ينعي ملاكلا اهل فلأأ انأ ينعي يدنع نم ملاكلا انأ اهل بيجأ يللا ءايشلأا ةجاح لوأ
 طحأ و هصخلأ اداه .هطحأ و عقوم نم هتبياج يللا ملاكلا ريغ ،ةسلج ةيوش اهل ىغبي
 .وه ام يز يقابلا و ، هيف يلاح يشمأ و طبر تاودأ هنيب 
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:ةثحابلا  ـلا يز يللا ملاكلا كدصق ينعيdefinitions  ؟ يداه يز يللا ءايشلأا و 
:ةيماس   اي .تقو دخات ام و ةطيسب ةرم اهيلع تلايدعت ،عقوملا نم اهتبياج يللا ءايشلأا ةويإ
 يف اهنيحراش مهام مه ينعي .روص ةبياج انأ يداه نكل ، تاملكلارصتخأ بود
ل هيروأ حورأ نيدعب و ملاك ادك بتكأ  يسفن عم دعقأ حورأ نيدعب انأف ،عقوملا ةدحاو
 ـلا يف سيوك نوكي يناث دحأ وأ يتابحاص نمEnglish،  ـلا يف ءاطخأ يف ناك اذإ
grammar  يداه لمجلا ونإ دكأتأ ام دعب صلاخ نيدعب و ،ادك يز يش وأ
 حار ام ملاكلا تيسن ول ىتح .اهلوقأ ينإ لهسف ،ينم ةعلاط لاصأ يه لاصأ ةحيحص
 ترتخا ينلأ ادك و يلع ةلهس يه ونلإ اهاسنأ.ةلهس تاملك 
Samya:         First, the things that I bring, the talk that I write, these 
require me to sit down to work on them. This is unlike 
the parts I bring from a website, I put it down, 
summarize it and put connectives in it and work on it and 
the rest remains as it is.  
Researcher: You mean the talk that is like definitions and things like 
that? 
Samya:       Yes, things which I bring from the website have very 
simple adjustments. They don’t take time. I only 
summarize, but these I brought pictures. I mean they don’t 
explain them in the website, so I go later sit down and 
write all the words and then I go and show it to one of my 
friends or someone else who is good in English to see if 
there are mistakes in grammar or something like that. 
Then, after I make sure the sentences are correct, they 
originally came from me, so it is easy to say them. Even if 
I forget the talk, I will not forget these sentences because 
they are easy for me, because I chose easy words.  
  
Samya divided the construction of speech in her presentation into two parts. The 
first reflected the common practice among presenters to extract parts of their speech 
from scientific materials, such as definitions, lists of symptoms and statistics. These did 
not require much alteration as presenters worked to combine phrases and words, 
incorporate them within the body of their presentations and rehearse them afterwards. 
The second part was more challenging because it related to preparation of issues which 
required presenters to construct talk from scratch as in elaboration of points or 
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description of visuals. In Samya’s account, construction of speech started with her own 
work, but was supported later by consulting more proficient speakers of English who 
helped her to connect different sentences, eliminate any possible errors. These 
consultations did not threaten the originality of her work as a professional presenter 
because they represented a secondary, but invaluable supportive step to her own 
preparation and choice of words and structures.    
      Arabic 
Another significant source of support in constructing their speech appeared in 
presenters’ accounts of how Arabic, i.e. the native tongue of the participating presenters, 
played an effective role in facilitating their engagement in this event in two significant 
ways. As presenters worked to prepare for their presentations, they often came across 
new and unfamiliar scientific information. Some of this information was challenging to 
absorb and presenters needed to understand it before incorporating it in their 
presentations. Many of the students spoke about accessing Arabic books, websites and 
YouTube videos to familiarize themselves with new ideas and challenging concepts. 
According to Maram,  
قعم نوكت .اهتمهف ام ءايشأ يف ىرت يبولسأب اهمجرتا و يبرعلاب اهارقأ عجرأ .يزيلجنلااب ةد
 لصوأ فيك ةفراع ينلأ يتابحاصل لصوتح ةطيسب ، ةطيسب ءايشأ مدختساح انأ .يبولسأب ،
 ةرم ةيملعلا ةغللا نوكت ةيبرع عجارمل عجرأ ةريثك ءايشأ يف .ابيرقت ةدحاو انتغل ونلأ مهل
لاخ انأ عجرأ و يبرعلاب اهارقأ . انه ةدقعم.اهمدختساح يللا ةيملعلا ءايشلأا ةفراع ص 
You know there are things I didn’t understand. They are complicated 
in English, so I go and read them in Arabic and I translate them in my 
way, in my way. I would use simple things, simple to reach out to my 
friends because I know how to reach out to them because our language 
is almost the same. I mean there are many things where I go to Arabic 
references where the scientific language is very complicated here. I 
read them in Arabic and then I just know what scientific stuff I am 
going to use.  
 
Arabic materials provided a useful tool to access complicated aspects while 
preparing their presentations. Presenters believed that successful participation in 
seminar presentations moved beyond what was offered to the audience to building deep 
knowledge of their topics to maintain the confidence needed to present and prepare for 
the potentially thorough feedback ahead. Consulting Arabic resources was, thus, valued 
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because it provided the presenters with a valuable opportunity to facilitate that in-depth 
understanding of their topics. In addition to understanding their topics, presenters also 
incorporated the information they accessed in Arabic in their presentations. Their 
knowledge of each other and their regular contact with scientific materials in English 
made it possible for them to extract the needed information from Arabic sources, 
coordinate it with materials derived from English materials and present it in English in 
accordance with the needs of their audience.   
Arabic also played a major role in facilitating presenters’ engagement with the 
course convenor’s feedback. Considering that many students were not comfortable with 
speaking English beyond prior preparation, Arabic served as a communicative tool to 
enable presenters to discuss their presentations with the teacher. According to Fatin, 
 
 ـلا هنإ ةيافكpresentation يزيلجنلااب هلك  ـلا صلاخ وdiscussion  ونلأ ،يبرع اهيلخ
 .عوضوملا ةرب ،ةرب ةرم ءايشأ نع لأسي انايحأ وه 
It is enough that the presentation is all in English, but the discussion 
make it in Arabic because he sometimes asks about things that are not 
related, are not related to the topic. 
 
The potentially thorough and unpredictable feedback in this event made Arabic 
appear as a rescue mechanism that enabled presenters to discuss their work. It appeared 
to liberate presenters from worrying about using English beyond their previously-
prepared work by providing them with a highly valued opportunity in this community to 
elaborate on their work and explain their choices while addressing the course 
convenor’s comments. For many, this opportunity was invaluable because it allowed 
them to maintain the confidence and control needed to perform successfully in this 
community. By setting them free from worrying about communicating in English only, 
Arabic allowed them to focus on comprehending the content of their explanation and 
manage their performance in a way that saved the professional and competent image 
they strived to create and maintain.   
In this section, I looked at the social practices surrounding speech as a semiotic 
mode in seminar presentations. The chapter highlighted the significance attached to 
accurate pronunciation because of the course convenor’s attention to this aspect and the 
association created between this aspect and the professional responsibility and image 
that presenters aspired to create and sustain. Attention was also given among the 
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students to presenters’ ability to project an American or a British accent. While accurate 
pronunciation was managed through practice and consultation of relevant resources, the 
accent represented a harder goal to achieve that was highly valued among students. 
Discussion also highlighted the means through which presenters managed the 
construction of their speech. These included regular contact with scientific materials in 
English and employing help from more proficient colleagues. Arabic also surfaced as a 
major source of support to manage talk in terms of deciphering complex and unfamiliar 
information while preparing their presentations and engaging effectively with the course 
convenor’s feedback after each presentation. 
6.4 Chapter Summary 
In this chapter, I examined the semiotic choices that surrounded participants’ use 
of slideshow design and speech to represent and communicate knowledge. Examination 
explored the design criteria that shaped how these choices were used, their purposes and 
how presenters managed these choices. Looking at these choices was essential to 
examine presentations as multimodal ensembles. They highlight how presenters’ 
engagement in meaning making was not haphazard or meaningless. While presenters 
tried to fit within the expectations and requirements that surrounded the making of 
presentations in this event, they worked to fit their choices within their own priorities 
and the requirements and expectations they identified to make their presentations.  
The analysis in this chapter looked at oral presentations as a multimodal genre in 
which presenters employed different semiotic choices in slideshow design and speech to 
represent and communicate knowledge. Although speech was initially and commonly 
described as the most important and challenging aspect in making their presentations, 
participants’ accounts revealed the complicated position of language in seminar 
presentations. Language was a major and challenging mode to employ and control, but 
it was not the only mode that presenters relied to make meaning. Other modes and 
semiotic resources were used to represent different layers of meaning that could not 
have been explained through language alone. Presenters relied on these modes and 
resources to explain and illustrate their topics, establish themselves as competent 
professionals and create an appropriate atmosphere in their slideshows.  
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Chapter 7 Meaning Making in Slideshows: Exploring Semiotic Choices 
7.1 Introduction 
In this chapter, I focus on the semiotic resources associated with layout, writing 
and visuals which were employed in the slideshows designed by Lamar and Layla. 
Because texts represent “traces of people, contexts and implied practices” (Pahl and 
Rowsell, 2012, p. 38), these choices provide insight into the compositional processes 
underlying their design. They also draw attention to the active agency of presenters 
whose meaning-making decisions shed light on their identities as presenters and 
professionals in this literacy event. I focus my analysis in this chapter on the slideshows 
designed by Lamar and Layla because of the different orientations that each presenter 
shows through specific semiotic choices towards the making of meaning in her 
presentation to position herself as a professional in pharmacy. Both presenters recognize 
and embrace the textual norms and expectations that shape slideshow design in this 
event. At the same time, their semiotic decisions reflect how each presenter worked 
around these norms and expectations to establish herself in this community. While 
Lamar appears to identify with her membership as a student under assessment in her 
current community in the College, Layla seems to invest in her future practice as a 
doctor of pharmacy who needs to attend to challenging health issues in her society 
professionally.    
To facilitate the analysis of semiotic resources, each slideshow is divided into 
stages. The division reflects the functions that each section of slides serves in the 
presentation (Eggins, 2004, p. 60). Within the observed presentations which discussed 
medical issues, such as diseases, syndromes and disorders, slideshows were usually 
divided into four stages and each of these stages consisted of common, recurrent 
elements (Table 7.1). Variation, however, occurred among the observed presenters in 
how they displayed these elements. For example, while some presenters displayed the 
logos of the websites they consulted in combination with the outlines of their 
presentations, others dedicated a separate slide for these logos. Another variation 
appeared in the placement of statistical occurrences of diseases as some presenters 
chose to show statistics near the beginning of their slideshows while others displayed 
them after the discussion of treatment. These textual variations among presenters 
demonstrated their active agency as meaning makers. Decisions regarding which 
elements to be used and where they should be placed in slideshows shed light on what 
meaning makers consider to be essential for successful participation in this literacy 
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event and how they carried out their understanding. Examination of agency in this 
chapter extends the discussion in the previous chapter which explored how participants 
approached their use of speech and slideshow design in this event. This use was 
mediated by participants’ efforts to adhere to common norms and expectations while 
working at the same time to address their interests and sustain their images as 
professionals.   
In this chapter, I start my examination of slideshows by considering how the 
presenter authoring each slideshow chose her topic and how she approached the design 
of her slideshow. After that, I examine the semiotic resources that were employed 
within the stages of each slideshow. The chapter concludes by discussing what the 
multimodal analysis of these slideshows offers to examination of literacy practices 
surrounding students’ engagement in seminar presentations.  
 
Table 7.1 Stages in Slideshows in PS2 
 
Stages Constituent Elements 









Mechanism of Action 
Risk Factor 
Statistics 
Third Stage Discussing Treatment Diagnosis 
Available Medication 
Prognosis 







7.2 The Meaning Maker: Topic Choice and Slideshow Organization 
To examine the semiotic choices taken within the two slideshows, I will first examine 
how each presenter described her topic choice. Presenters’ accounts provided insight 
into their needs and interests which impacted the semiotic choices in their slideshows. 
7.2.1 Lamar  
Lamar was the second presenter in the second observed seminar session. She 
chose to discuss onychomycosis; a common fungal infection affecting nails. Her 
PowerPoint slideshow consisted of twenty-four slides (Appendix Q) and it followed the 
common organizational pattern presented earlier (Table 7.2). For her, choosing a topic 
was not easy.  
 
 عوضوم نم رثكأ يلاب يف ةطاح تنك انأ ةنسلا ةيادب لوأ نم،  لأسأ يتخأ لأسأ تنك
يلع حرتقا صخش نم رثكأف ،ادك يز تاحارتقا وكدنع شإ يتابحاص  انأ و ،حارتقا نم رثكأ
 لمعأ تأدبresearch  ـلا يف رودأ و ،YouTube  ونإ تفشف ،عوضوملا اد نع يل علط
 يتارايتخا نمض نم هوتيطحف . هنم وناعيب ريثك سانو رشتنم ةرم).(  يفصأ تأدب نيدعب و
 هيلع ملكتأ ردقأح يللا شإ و بسنلأا شإ فوشأ و(........... )هتراتخم تنك عيضاوم يف ا
تلسنك صلاخف ،يدميح ام ،قياقد عبرأ ةثلاث ينعي ،ريصق تقولا نكل ةولح.  تيطح نيدعب
 انأ ينإ تفرع نامك انأ ينعي  .تقولا عم ،يش لك عم بسنانتي يللا عوضوملا اداه يلاب يف
 و ،عوضوملا نم ةنكمتم ،اهبواجأ فرعأ ام ةلئسأ روتكدلا ينلأسي ام نود نم هلوقأ ردقأح
نم تقولا نامك .قياقد عبس يلاوح ينعي بسا 
From the beginning of the year, I put in my mind more than one topic, 
I asked my sister and my friends for suggestions. They suggested 
many things. When I began researching and looking at YouTube, I 
found this topic. I noticed how common it was and how many people 
were suffering from it, so I considered it as one of the available 
options (.) Then, I began to think: which topic was more suitable and 
which topic can I talk about? (……..) There were some nice topics, 
but the timing was short, I mean three, four minutes. That won’t be 
enough, so I cancelled them. Then, I thought about this topic as it suits 
everything, and it was suitable with time. I also knew that I could talk 
about it without the teacher asking me questions that I cannot answer. 
I was in control of the topic and also the time was suitable, around 




Lamar had several topics to choose from based on her sister’s and friends’ suggestions, 
in addition to her own search. Her final choice responded to the practical requirements 
that shaped this literacy event. Presenters were expected to choose topics which they 
would be able to discuss satisfactorily within the seven-to-nine mintue timeframe. 
Moreover, they needed to maintain full control of their topics in a way that would 
enable them to engage efficiently with the course convenor’s feedback. Compared to 
her early choices, onychomycosis represented an effective choice because it helped her 
to attend to the strict timeframe and the course convenor’s feedback.  
 






First Stage Setting-up the 
Presentation 
Title 1 
 Logos 1 
 Outline 1 
Second Stage Introducing the Topic Definition  1 
 Causes  1 
 Types 1 
 Symptoms 1 
 Risk factor 1 




 Prognosis 1 
Fourth Stage Concluding the 
Presentation 
Summary 1 
 Reference 1 
 Thank you  1 
 
7.2.2 Layla 
Layla was the fourth presenter in the last observed seminar session. She chose to 
discuss drug abuse and specifically focussed on opioids dependence. In discussing this 
topic, Layla was more interested in considering its effect on her audience because of the 
course convenor’s advice to students in PS1 to consider her audience interests and 




 ؟همهي وه عوضوملا عمتسملا ،عوضوملا اداه ونإ ،تتاف يللا ةنسلا هاندخأ عوضوملا رايتخا
 عوضوم يرود .قرف ثدحي نوكي هيضرعتح يللا عوضوملا مهم ؟هتايح يف قرف ببسيح
 .عمتجملا مدخنب ةياهنلا يف انحإ ونلإ عمتجملا مهي ،ةيحصلا ةيحانلاب متهي 
We studied about topic choice last year, to see the topic, is it 
important for the listener? Will it make a difference in their lives? It is 
important that the topic you are offering makes a difference. Look for 
a topic that concerns health conditions, that is important for the 
society because we serve the society at the end. 
 
Layla had a clear view of how a presenter was able to make a difference through her 
presentation. For Layla, presenters should use their topics to recognize and address their 
society’s needs because it was their ultimate responsibility as pharmacists to serve the 
communities in which they worked. Layla’s note about pharmacists’ responsibilities 
echoed the many societal campaigns organized by the Ministry of Health to educate the 
public about crucial health issues. Similar campaigns were carried out within the 
University by different Colleges, including the College of Pharmacy, through which 
staff and students worked to alleviate awareness regarding issues, such as fighting 
diseases and promoting safe use of drugs. Within my informal talks with students, many 
considered participation in such campaigns as part of their professional responsibilities 
which included knowledge of medicinal dosages and working to improve and promote 
better quality of health care in the community. This consideration appeared in Layla’s 
presentation as she chose a socially and medically significant topic and supported her 
choice with detailed pharmaceutical knowledge.    
For Layla, opioids dependence represented a significant issue in the society 
which, albeit its significance, was not well-understood.  
 
 ةلاحلا سفن يف دحاو نع تعمس نيحد .ريثك وبخي نكل تلااح مهدنع نيريثك سان فرعأ انأ
 لوأ .نيتبيصم ريصتح كتبيصم سب .فرعت لا سانلا ناشع ىفشتسملا هولخدي نيضفار و
 يعو لا ةلاح يف نكمم ،قرسيح ،سولف كنم دخايح ،ةميرجلل هجتيح ،ةلاحلا روطتتح يش
لا ربكتح و دحلأ ةميرج ببسيح ةلكشم(..........  ) مهمهفأ ىغبأ ناشع عوضوملا ترتخا انأ
 ينعيف .ةياهنلا يف ضيرم ناسنإ وه .لا ىوس ،رفك ،ئطاخ  ينعي ناسنإ وم نمدملا ونإ      
  (xxx  .ةيضرم ةلاح ونأ ىلع ولماعتي ) 
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I know a lot of people they have addicts, but they are hiding them. I 
just heard about a person with the same condition and they are 
refusing to admit him into a hospital because they don’t want people 
to know. But your catastrophe will get bigger. First, the condition will 
get worse, he will go to crime, he will take money from you, he will 
steal, perhaps in a state of unawareness, he will hurt someone and the 
problem will get bigger (……….) I chose the topic because I want 
them to understand that the addict is not a human being who is, I mean 
a sinner, went astray, did this, no. He is a sick person at the end so 
(xxx) they should treat him as a medical case.   
 
Layla believed that substance abusers were not seen as patients who needed and 
deserved medical treatment. They were rather seen as weak individuals lacking strength 
of will and sinners deviating from the moral teachings of Islam who, therefore, deserved 
punishment rather than sympathy, assistance and medical treatment. They appeared 
stigmatized and were often considered as sources of shame that needed to be hid away, 
rather than acknowledged and properly treated. Layla believed that without proper 
treatment, drug abusers could commit serious crimes against themselves and others. She 
aimed to use her presentation as a way to transform the common negative view in the 
society that associated drug abusers with sinners and wrong-doers to a more positive 
and compassionate image as patients who needed medically appropriate treatment. By 
working to generate awareness of this issue, Layla’s work was placed within the 
expectations that shaped professional practices in their field and required them to 
promote health care in society.  
In addition to the socially judgmental attitude towards drug abusers that Layla 
described above, she faced a similar attitude among her colleagues.  
 
تنك امل )) اهتلايمز ديلقتب موقت (( تانبلا شقانأ   ةدحاو لك "عيضاوملا يد بحأ ام الله اي"
."فرعن ىغبن ام ،ادك يز عمسن ىغبن ام لا" لوقت 
When I discussed it with the girls, ((she imitates her friends)) “Oh, 
God I don’t like these topics”. Everyone says “We don’t want to hear 




Presenters in the College often described the need to avoid repeated topics and look for 
uncommon and new topics to stand out among their colleagues. In addition, they 
searched for topics that would gain the course convenor’s approval and their colleagues’ 
admiration. Despite the significance of drug abuse as a health issue, Layla’s colleagues’ 
reaction towards her choice was not encouraging. They considered it as a depressing 
issue that many believed was untreatable. Other presenters spoke about the effect of 
their colleagues’ views on their topic choices and how they avoided topics which their 
colleagues found disturbing or unacceptable. Rather than changing her topic in reaction 
to these views, Layla built on her colleagues’ views which seemed to echo the social 
attitude described earlier and organized her presentation accordingly.  
Layla’s PowerPoint slideshow consisted of twenty-seven slides (Appendix R). 
The last three slides of Layla’s presentation, described as ‘coda’ in this analysis, were 
used after she concluded her presentation and started discussing her work with the 
course convenor (Table 7.3). 
 
Table 7.3 Distribution of Elements in Layla's Slideshow 
 
Stages  Constituent Elements Number of Slides 
Setting up the Presentation Introductory Display 2 
Title 1 
Outline / Logos 1 
Introducing the Topic Definition 1 
Opioids Dependence 1 
      Brain Reward Pathway 2 
      Physical Dependence 1 
Withdrawal Symptoms 1 
Discussing Treatment Introductory Display 3 
Diagnosis 1 
Available Treatment 7 
Concluding the Presentation Concluding Statement 1 
References 1 
Thank you 1 




7.3 Semiotic Resources in Slideshows 
Slideshow composition in this event represented a continuum of semiotic 
choices that ranged from maintaining faithfulness to common textual practices to 
deviating from common norms and expectations. Both Lamar and Layla recognized and 
worked within the textual practices that they needed to attend to in their work to make 
an effective slideshow (See 6.2). Both presenters, however, showed distinctive variation 
in their use of semiotic resources to signal and highlight their interests and personal 
preferences. I start this section by examining how Lamar and Layla described their 
approach to design their slideshows. Then, I will analyse the semiotic choices in each of 
the stages in the examined slideshows. The analysis aims to point out the variation of 
choices that exists between both slideshows and explore the functions that these choices 
serve in relation to presenters’ work to establish themselves as competent professionals.  
7.3.1  Designing the slideshow: Presenters’ approach 
To examine the semiotic choices in each slideshow, I will first examine how 
each presenter described her approach to design her slideshow. I look at what each 
presenter said about her preferred semiotic choices and how she planned her use of 
available choices.  
Both Lamar and Layla designed their slideshows in a way that reflected what 
they believed would support their efforts to make a good presentation. Lamar’s 
approach to designing her slideshow was shaped by a strong focus on identifying and 
following the norms and expectations in this event. She believed that the success of any 
presentation did not only depend on the type of information that presenters offered to 
their audience. Slideshow design was equally important to maintain the audience 
attention and create an effective presentation.  
 
 و لمكي بحي اي ينعي دحاولا يلخت ءايشلأا يد و روصلا ناكم و ناوللأا و دادعلإا سحأ انأ
.ضفري وأ كعوضوم عمسي  اهلوقيب يللا ةمولعملاب سب ومتهي سان يف يل ةبسنلاب انأ
رود وبعلي نينثلاا سحأ انأ سب ،صخشلا(......... ) نوكي ناشع يشلا يوسي امل دحاولا
 هرظن مزلا ةرايس ةصخر علطي ىغبي دحاولا لاثم .ةنيعملا طورشلا ققحي مزلا لاثم لماكتم
لا ناريطلا يف مدقيب دحاو لاثم وأ، لاثم سيوك ريياعم شيإ يفف .نيعم نزو نيعم لوط مز
 يف ىتحف لماكتم لغشلا نوكي ةنيعمpresentations    هيسحت نكمي طيسب يش وه نكمي
 قرفي وه نكل ،قرفي ام).(  يف انأ لاثمoutline  عمسأ ىغبأ ام definition، types 
 سب عمسأ ىغبأtreatment  ىلع ملكتيح ناسنلإا اداه كلاب يف يطحت يتنإفtreatment 
 نع ملكتي يجي ىتح يحرست يداعف ةقطنملا يذه يفtreatment. 
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I feel preparation, colours, visuals and these things can encourage a 
person to follow your topic or discourage them. Some people care 
only about the information that the presenter offers, but I feel that 
form and content are both important (……..) When you do something, 
it has to be according to rules. You must address specific 
requirements. For example, if one wants a driver licence, his eyesight 
needs to be suitable. If one is going to work as a pilot, a specific 
height and weight is required. There are specific requirements to make 
the work complete. There are things in presentations that seem 
simple and you may think they don’t make a difference, but they do 
make a difference (………) I mean for example if there is an outline, 
I may not want to hear the definition, the types, I want to hear the 
treatment. So you put in your mind that this person will talk about 
treatment in this section. It is OK not to focus till he starts talking 
about treatment. 
  
Success of seminar presentations depended on the selected semiotic resources within 
slideshows which could mean the difference between acceptance and rejection from the 
audience. The significance that Lamar attached to these design criteria extended beyond 
her studies in the College. In our informal talks, Lamar described how her opinion of 
many famous speakers in the campaigns organized by the University in general and the 
College of Pharmacy in specific had changed as she began to pay close attention to their 
slideshows. What she used to consider to be visually effective in some of the most 
popular speakers’ slideshows came to be reconsidered as textually disorganized and 
professionally inappropriate after taking PS1 and PS2. Lamar believed that the rules and 
norms they were introduced to in the course provided access to the necessary practices 
needed to establish their professionalism and communicate successfully with their 
audience.  
She looked at seminar presentations as a formal task through which she could 
establish her professional knowledge and practices by recognizing and employing the 
textual demands and expectations in this event. Without recognizing and adopting these 
rules in designing their presentations, presenters’ contributions would not meet the 
professional expectations underlying this event. At the same time, Lamar’s interests 
were also directed towards receiving a positive assessment from the teacher on her 
185 
 
work. Earlier in the previous chapter, I discussed how Lamar changed the background 
colour of her slides to ensure a better assessment and stay on ‘the safe side’ (See 6.4.1).  
 Layla, on the other hand, approached her slideshow design by prioritizing her 
personal preferences and what she considered to be effective in communicating with 
others.  
 
 لصوأ بحأ امئادف .هعمسأ نم نسحأ يش فوشأ املف ،ىلولاا ةجردلاب ةيرصب ةيصخش انأ
كأ سارلا يف ةروصلاب تبثت ةمولعم  .ةرثؤم روص ىغبأ تنك روصلا رايتخاف  .ملاكلا نم رث
ةيناث ةرم كعجرتح ةروصلا يتشفط وأ ،ملاكلا يف ينم يتعض ول ىتح ينعي (.......)  انأ
 كنع ينغتسأ نكمم انأ دج نم وه بيط .يش ولاق ام مه و ريثك ملاك ةرم وطحي تانبلا امياد
 أرقأ سلجأ و(.........)  دق تبنجتا ادك ناشع ، قياضتا تنك .ريثك ملاك وطحي وناك تانب يف
ريثكلا ملاكلا ردقأ ام. 
I am basically a visual person, so when I see something, it is better 
than to hear it. I always prefer to communicate information through a 
visual rather than through talk or writing. For choosing visuals, I 
wanted effective visuals. I mean even if you lost track of the talk or 
got bored, the visual will get you back (……..) I noticed that some 
girls would put a lot of writing and they didn’t say much. OK I can 
seriously ignore you and read (………) Some girls put a lot of writing. 
I didn’t like it, so I avoided writing a lot as much as I could. 
 
As a ‘visual person’ who believed that visual communication was more effective than 
speech or writing, she believed that a good presentation depended on effective visuals 
and avoidance of extensive writing in slideshows. This attitude was associated with her 
own dislike towards presentations in which slideshows were filled with lengthy writing. 
Like many of her colleagues, Layla believed that overloading their slides with writing 
jeopardized their status as professional speakers and presented a serious threat to their 
success (See 6.2.2). In addition to distracting the audience, extensive use of writing 
indicated that the presenter was reading her slides rather than properly presenting her 
topic. A presenter would, then, seem dispensable as the audience could resort to reading 
the slides instead of following the presenter attentively as she spoke.  
 Although Lamar and Layla believed in the impact that proper use of visuals have 
on creating effective presentations, they both approached their slideshows design in 
different ways. Lamar prioritized the need to follow the identified norms and 
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expectations in seminar presentations while Layla associated her approach with her 
personal preferences and reaction to other presentations. In the following section, I will 
examine the semiotic choices that Lamar and Layla employed in their slideshows. I will 
highlight their explanation of these choices and how they related to their design 
approaches and interests.  
7.3.1  The first stage: Setting up the presentation  
In both slideshows, the first stage served to launch and prepare the ground for 
the topic. It introduced the title of the presentation, the name of the presenter, the outline 
of their talks and the logos of the websites consulted to make the presentation (Table 
7.4). It was also common among the observed presenters to include introductory slides 
at the beginning of their slideshows that showed medically relevant visuals. Both Lamar 
and Layla employed the basic elements in this stage of Title, name, logos and outline. 
Lamar used a separate slide for each of these elements. Her decisions reflected her 
belief above that a successful presentation should employ a well-composed slideshow in 
which each element is clearly placed to aid the audience to follow the presentation. 
Layla, on the other hand, employed additional slides to design the first stage. While she 
worked within the assessment criteria of slideshow composition in this event, her 
compositional decisions were shaped by her aim to gain viewers’ attention while 
addressing her priorities, i.e. alleviating common understanding of drug abuse as a 
medical issue and addressing societal attitudes towards it. To achieve her aim, she used 
two introductory slides at the beginning of her slideshow before displaying the title of 
the presentation in which she employed semiotic choices that deviated from other 
presenters in this community.  
Layla’s first slide displays an Islamic prayer written in Arabic, placed in the 
centre of the slide and written in classical calligraphy.  
 "ميحرلا نمحرلا الله مسب"   
 “In the name of Allah, most gracious, most merciful”. 
The writing represents a common prayer among Muslims that is believed to pave the 
way for a successful and blessed completion of any task. It is usually recited before 
reading from the Holy Qur’an and before the beginning of any activity, such as eating, 
studying and working. In this community, almost all the observed presenters started 
their presentations with verbally reciting this prayer. Layla, however, was the only one 
showing this prayer in writing. 
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The second slide in Layla’s slideshow shows an extract from a local Arabic 
newspaper centrally positioned and surrounded by eight photographs. The extract 
consists of a written Arabic text which reported the arrest of a drug smuggler by Saudi 
local police who arrested him for smuggling heroin in his abdominal cavity. The extract 
contained two visuals: the first shows the smuggler wearing the traditional Saudi outfit 
for men, with his eyes covered, and the second shows an x-ray of heroin-filled 
intestines. The photographs surrounding the extract related to issues of drug abuse 
including, shape, use and distribution of drugs.  
 
Table 7.4 First Stage: Setting up the Presentation 
 













  4 
 
 
Although using visuals in introductory slides was not an uncommon practice 
among the observed presenters, the semiotic choices in the first two slides in Layla’s 
slideshow do not present opioids dependence as a pharmaceutical issue. The 
188 
 
central/marginal positioning of elements in the second slide attaches prominence and 
salience to the newspaper extract, drawing attention to their content which highlights 
the topic as a legal issue. Furthermore, the semantic reference within the Arabic text and 
the surrounding visuals offer coding orientations associated with a complex composite 
of modality configurations that combine the naturalistic photographs and abstract x-ray 
to provide a specific representation of opioids dependence as a social and legal issue, 
rather than a medical one.  
Contrary to the common and more expected reliance on scientific visuals that 
serves to offer an abstract sense of reality consistent with scientific display of 
information (Kress and van Leeuwen, 1996), the visuals in slide 2 in Layla’s slideshow 
offer different representations of reality which address the needs dictated by Layla’s 
interests, societal attitude towards her topic and the textual demands of the course. The 
x-ray represents the scientific angle that cannot be seen with the naked eye while the 
photograph of the drug smuggler offers a realistic proof, supporting the content of the 
news report. The surrounding photographs, on the other hand, merge photographic 
presentation of drug-related issues with the technological illustration of relevant 
information that show the viewers what drugs look like, how they are distributed and 
how they are used. This complex visual saturation of modalities in slide 2 serve to 
foreground the topic as a legal and social issue. Commenting on this slide, Layla, noted 
that  
 
 مهببسب ريصتب يللا مئارجلل ريشأ ىغبأ تنك انأ سب .ةيادبلا يف يللا هابتنلاا بذج انه يش مهأ
 .هلوقأح يللا يشلا يف اياعم وهبتني مهنإ يش مهأ .عاونأ يف و ةينوناقلا لكاشملا و 
the most important thing here is to attract attention at the beginning.  I 
just wanted to point out the crimes that happen because of them and 
the legal problems and types. The most important thing is that they 
pay attention to what I am going to say.  
 
For Layla, gaining her viewers’ attention and acknowledgement of the value of her topic 
were major goals which she worked to achieve in this stage through specific semiotic 
resources. Although she rejected the common view that associated drug abuse with 
crimes (See 7.2.2), she drew on that common association to introduce her topic.  
Slide 2 bridges the move from the Islamic prayer in the first slide to the textually 
common start of seminar presentations in Slide 3. While the Islamic prayer offers a 
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visually written documentation of a common oral practice to start seminar presentations 
in this community, it also serves to pave the way for the combination of visuals and 
writing in slide 2. Because of the connection created between the topic and its legal and 
social impact in slide 2, the religious connotation associated with the Arabic text in first 
slide appears to mitigate the shock that may be caused by the second slide.  
In this stage, both presenters included in their slideshows the common elements 
that constituted the first stage in seminar presentations. Although it was not uncommon 
among the observed presentations to use introductory slides at the beginning of 
slideshows, these slides were usually medically- and pharmaceutically-oriented to 
support discussion of health issues. In contrast, Layla designed her introductory slides 
in a way that deviated from common textual practices. Rather than introducing opioids 
dependence as medical and health issue, Layla employed combinations of visuals and 
writing to introduce drug abuse as a social and legal issue.  
7.3.2 The second stage: Introducing the topic 
The second stage in seminar presentations in this event was used to offer 
essential information on the topic before discussing treatment in the following stage. 
Though there was some variation within slideshows regarding which, how and where 
elements were placed in this stage, elements usually included definition, causes, 
mechanisms of action, symptoms, types, risk factors and statistics. The second stage in 
Lamar’s slideshow consists of five slides while Layla’s consists of six slides (Table 
7.5). The considerable difference in semiotic choices between the two slideshows noted 
earlier continues to surface in this stage too.  
The second stage in Lamar’s slides starts with visuals that rely on an abstract 
representation of reality to explain the topic. It includes the microscopic image in slide 4 
and the magnifying effect of the drawing in slide 5. Both slides indicate what cannot be 
seen by the naked eye and what is only available through advanced medical 
examination. The visuals in these slides do not seem to offer specific, detailed 
information, but they serve to support the presentation through the atmosphere they 
create. In slide 4, the toenail is magnified to show where onychomycosis occurs while 
in slide 5, the microscopic image shows dermatophytes as one of the causes of this 
infection.   
Slides 6 and 7, afterwards, move from scientific abstractness to the everyday 
appearance of the infection through the photographic display of the affected nails. These 
offer a naturalistic representation through which the audience could see what the 
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infection looks like. In slide 6, the photographs are accompanied by the scientific 
terminology in the captions. The photographs in slide 7 offer visual illustration of the 
underlined words in the text.  
 
Table 7.5 Second Stage: Introducing the Topic 
 

























  The visuals in this stage in Lamar’s slideshow play an illustrative role with 
writing appearing to carry the core of meaning making. In addition to total reliance on 
writing in slide 8, the visuals used in the other slides within this stage do not match all 
the writing. With the exception of illustrating the types in slide 6, the meaning potential 
of Lamar’s visuals attend to only some of the written points. In slide 5, the microscopic 
image illustrates the first cause only while in slide 7, the visuals attend to the meanings 
of ‘thickening’, ‘discolouration’ and ‘brittle’ while other highlighted words are not 
visually illustrated. 
Layla’s slides in this stage, on the other hand, employ complex multimodal 
configurations. She started with an abstract representation in slide 5 which shows the 
internal changes caused by drug abuse in the brain. In slide 6, two photographs illustrate 
the physical changes in patients’ appearances caused by the syndrome. The photographs 
show a substance abuser whose direct gaze at the viewer demands attention. Putting in 
mind that this presentation was situated within a community of professionals in 
pharmacy whose responsibilities included interacting with patients, recognizing 
symptoms and planning treatment, the slide reflects that responsibility through 
highlighting the visually physical effects of the syndrome on patients. Because these 
effects could only be noticeable through direct contact with drug abusers, the 
photographs offer a move from understanding opioids dependence as a mental, out-of-
sight health issue in slide 5 to a physically observable illness in slide 6.  
Slide 7 offers a move back to scientific representation through the abstractness 
of the diagrams explaining how addiction develops. The diagrams provide a practical 
guide to the audience to understand the internal, gripping effect of substance abuse on 
the brain. This guide is further developed in slide 8 as three drawings are displayed 
through PowerPoint animated motion that Layla used while presenting. Each drawing 
shows a black head against a light-coloured background with texts written in white and 
yellow arrows to refer to the increasing dominance of opiates. These drawings illustrate 
how prolonged drug abuse gradually affects and leads the brain to prioritize the need to 
have opiates in comparison to what non-abusers prioritize, such as school, reading and 
family. Use of common words, such as ‘food’, ‘school’ and ‘sleep’ and their gradual 
appearance serve to move the discussion from the abstractness of scientific 
representation in slide 7 to a visually simpler explanation of the internal changes in the 
brain. Its simplicity is derived from the absence of complex details in the drawings, the 
use of common words and the limited use of colours.  
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In slide 9, a single, centrally positioned drawing is placed under the title to 
illustrate the physical dependence caused by drug abuse. It shows a medium-shot, 
oblique drawing in which muscles and bones in the patient’s body are exposed. The 
position of the body suggests excruciating pain, heightened by the red points and the 
white circles which draw attention to affected areas. This drawing explores a different 
aspect of the physical effect of drug abuse. By showing the full body kneeling down and 
suffering from pain, the visual provides a different angle to explore the impact of drug 
abuse and its effect on patients. The body represents a drug abuser, but it is different 
from the photographs in slide 6 which introduce the audience to a specific patient 
gazing at them. The identity of the patient in slide 9 is backgrounded and it is his/her 
suffering that is emphasized. The semiotic choices in this slide align with scientific 
discussion because they offer a generic representation of patients that “probes beyond 
the visual appearance of things” (Kress & van Leeuwen, 2006, p. 158).   
This stage in Layla’s slideshow is concluded by slide 10 which supports her 
discussion of withdrawal symptoms that drug abusers suffer from if they attempt to stop 
taking opioids. The symptoms are shown as a series of circles with brief written 
captions beneath each of them. I have discussed earlier how Layla changed the design 
of this slide after practicing and rehearsing her presentation (See 5.5). The changes were 
triggered by her discomfort with how the slide looked like before. The symptoms 
represented an essential feature of making a good presentation as in the other observed 
presentations in which symptoms were always discussed in detail. In comparison to the 
previously displayed visuals, the drawings in slide 10 are considerably smaller in size, 
larger in number and far less detailed. Their composition and use with written captions 
moved beyond naturalistic representation of symptoms among patients. The symptoms 
are shown through minimum colour saturation where two shades of blue are employed 
in each drawing. At the same time, the drawings do not contain background details 
which can be associated with offering generic and typical representation that aligns with 
the nature of scientific discussion. Displaying the symptoms in this way could be seen 
as an indication of the designer’s work to address the required textual practices in this 
community in which all presenters are expected to discuss the symptoms in their topics. 
At the same time, the specific design in this slide does not highlight the symptoms in the 
same way that previous visuals in this stage have been brought under focus.  
 As a designer, Layla employed semiotic choices which prioritized what she 
considered important to communicate with her audience. In line with her belief that 
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visuals are more expressive than speech or writing, Layla varied her use of visuals in a 
way that defined drug abuse as a serious medical issue. The semiotic choices employed 
in this stage show how patients are affected at different levels. Mental and internal 
changes are explained in slides 5 and 7 while slide 6 allows the audience to see the 
extent of visible changes in a patient’s appearance. Slide 8 highlights the social impact 
of drug abuse on patients as it assumes control of their lives and hinders their ability to 
function effectively in relation to social interests and responsibilities. Slide 9 highlights 
patients’ pain and containment.      
Layla’s visuals were organized to develop understanding of opioids dependence 
in a way that supported the scientific definition with a more in-depth exploration of the 
syndrome and its effect on patients. According to Layla,  
 
   يشلا وه شيإ دق ومهفي مهاغبأ انأ ةياهنلا يف سب ،فيرعت ناشع ةيملعلا تيطح ةيادبلا يف انأ
 ىغبأ هدعب ،يلقع ضرم ونإ كل تلق انأ .ناسنلإا اد يف راص يشلا اد فيكف ،رمدم يكيروأ
ريغت فيك ناسنلإا اد ونإ.(...... ) ـلا ؟هيل .هتعيبطب وم اداه ناسنلإا ونإ يمهفت مزلاbrain 
 هدنع راص ايجيردت نكل ،برشلاب ،لكلأاب ،هلايعب ،هلهأب ريكفت هدنع ناك لوأ .ريغت هدنع 
block  ـلا لاإ يش لكلdrugs  )........(  ضرملا شيإ دق حضوأ ىغبأ تنك انأ
restrictive،  دج نم وdisease .ادك يز يش و هاج ام لهاتسي يش ونإ وم   
At the beginning, I put the scientific visual because it was a definition, 
but at the end, I want them to understand how destructive this thing is, 
how this happened to this human being. I told you it was a mental 
disease, but then I want to show you how this human being changed 
(……..) you need to understand that this human being is not himself. 
Why? His brain changed. He used to think about his family, his 
children, food, drink, but he gradually blocked everything except 
drugs (…….) I wanted to show to what extent this disease is 
restrictive and a real disease. It isn’t that he deserves what he gets or 
something like that.  
 
Making her viewers understand the diverse changes caused by the syndrome and their 
devastating effects on patients was a priority for Layla. In order to materialize this 
priority in her slideshow, Layla drew on semiotic choices that highlighted different 
aspects of the topic to pave the way for a more sympathetic attitude.   
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Though both presenters aligned with common textual practices to compose the 
second stage in their slideshows, they used available semiotic resources differently to 
highlight what they considered essential. They differ first in the coding orientation they 
create through specific representations of their topics. Another difference appear in the 
information value associated with how visuals are placed in relation to writing. Lamar’s 
slideshow tends to place writing and visuals in a left/right position. Although in visual 
grammar left/right position corresponds to the values of given/new, their use in Lamar’s 
slides seem to deviate from these values. First, the visuals only attend to some of written 
texts. Second, while the visuals in slide 7 illustrate some of the written symptoms, the 
visuals in slides 4 and 5 do not seem to explain the written texts independently. They 
appear to serve a somewhat decorative function that keep the discussion visually 
oriented towards each slide’s theme. Layla’s slideshow, on the other hand, shows more 
variation between central positioning of visuals, left/right and top/down placement of 
visuals and writing. This variation seems consistent with Layla’s design of this stage 
because it echoes the different angles through which drug abuse was defined.  
In relation to writing, both Lamar and Layla employed specific semiotic choices. 
Lamar used black, bold font for slide titles while explanatory texts were written in black 
with blue reserved for highlighting important points in writing. She also used bold font 
for highlighting key words in some slides. Layla used orange, bold font for writing the 
titles of slides which corresponded to the outline she displayed in the beginning of her 
slideshow in slide 4. Explanatory writing was offered in black with important points 
highlighted using bold, black font. 
7.3.3 The third stage: Discussing treatment 
The third stage represents the core of slideshows in this event. In addition to the 
fact that the number of slides in this stage is considerably larger than in other stages, 
this stage represents the most important part of seminar presentations, i.e. discussing 
available treatment. Presenters paid particular attention to this section in their 
presentations because it was associated with their studies and training as professionals 
in pharmacy. Their knowledge of medical issues and relevant treatment was seen as an 
indication of their professional abilities to address the requirements of their jobs. 
Moreover, although the course convenor’s feedback was not restricted to any specific 
aspect of seminar presentations, it often focused on the discussion of treatment within 
each presentation. To look at the semiotic choices shaping this stage within Lamar’s and 
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Layla’s slideshows, I will divide this stage into three sub-stages. I will look separately 
at how discussion of treatment was initiated, offered and concluded in each slideshow.  
  Initiating discussion of treatment 
Within the observed presentations, presenters often began their discussion of 
treatment by offering a single slide, displaying a brief list of available treatments which 
will be discussed in detail afterwards. For this sub-stage, Lamar and Layla employed 
different semiotic choices (Table 7.6). A single slide was used to initiate the discussion 
of treatment in Lamar’s slideshow. The slide follows common textual practices in this 
substage by relying on writing to offer a list of available treatments of onychomycosis. 
The slide continues to employ the same semiotic resources shown in earlier slides in 
terms of size, font and colour of writing with the addition of using black bold font to 
highlight names of specific medications.  
In Layla’s presentation, on the other hand, three introductory slides were used 
before displaying the slide that contained the title ‘Treatment’. These slides continue to 
show heavy reliance on visuals as in earlier slides. Writing, however, is associated in 
this sub-stage with considerable variation in semiotic choices. Slides 11 and 12 do not 
adhere to Layla’s earlier choices of showing the title in orange and the explanation in 
black. Instead, they show variation in colour, size and font of writing that convey 
harmony and consistency with the linguistic and visual choices in each slide. In slide 
11, Layla chose the word ‘overcome’ rather than the commonly-used and 
pharmaceutically-relevant word ‘treat’. While ‘treat’ is usually associated with 
presenters’ professional responsibility to recognize and address medical issues in their 
practice, ‘overcome’ refers to pharmacists’ responsibilities towards patients. Rather than 
treating patients, the slide suggests that patients are able to conquer and defeat drug 
abuse. The appearance of writing and the semantic connotations of ‘overcome’ are both 
enhanced by the drawing of the rising sun which suggests hope, recovery and fresh 
starts. For Layla, these semiotic choices served to associate treatment with hope.  
 
 ـلا ةقح مللأا ،ضارعلأا ةروص ادك دعب ؟نمدملا لاجرلا ةقح ةروصلا يتفش ؟ادك تيوس هيل 
physical dependenceـلا ادك دعب ، withdrawal symptoms ،  ،ةئيسلا روصلا
بيئك و ةنزحم ءايشلأا لك يداه ،سمش يف ).( هاطختن انيدمي ام يش يف ام ةياهنلا يفف ،ة
لح ىلع رودن.  .سانلا هوشنط ناك ةباتكب هتيوس ول نكل ،ادك ناشع 
Why did I do this? You saw the photograph of the addicted man? 
After that, the image of all the symptoms, the pain of the physical 
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dependence, and then the withdrawal symptoms, the bad visuals, all 
of these things were sad and depressing. At the end, there isn’t 
anything that we cannot overcome (.) There is sun, we look for a 
solution. That’s why, if I did that in writing, they would have ignored 
it.  
  
The coding orientation offered in this sub-stage worked to balance indications of 
despair and negativity introduced earlier with offering a promise of hope and 
transformation. These orientations create a complex modality configuration in which 
realistic representation of patients is combined with suggestions of hope and triumph 
and a technological guide to the complexity of treatment.  
     Table 7.6 Third Stage: Initiating Discussion of Treatment 
 





    12 
 
  13 
 





In Slide 12, the use of the word ‘hope’ also deviates from common linguistic 
choices within this community of professionals. Discussion within seminar 
presentations was often directed towards medical studies and professional practices in 
which ‘hope’ was rarely spoken of. ‘Hope’ was rather substituted by the more scientific 
term ‘prognosis’ which reflected medically-oriented statistical analysis of the efficiency 
of the discussed treatments. In addition to its unusual use of ‘hope’, slide 12 also 
includes two horizontally-placed photographs under the title. The photograph on the left 
shows a medium-shot, frontal angle of a faceless physician while the one on the right 
shows the local hospital for treating drug abuse. In terms of the given/new information 
value associated with left/right placement of visuals in this slide, the photograph on the 
left draws attention to physicians’ regular practices of note-taking and medical 
examination in order to plan treatment while the photograph on the right adds specific 
details by situating the discussion within the local context in which these presentations 
took place. As the slide states as a fact that ‘THERE IS HOPE’, the hospital shows a 
localized and medical opportunity to pave the way for that hope. This is further 
intensified by the writing of the Arabic name of the hospital ‘لملأا’ ‘Al-Amal’ which 
means ‘hope’ in English.    
 The photograph of the hospital with its name written in Arabic serves another 
purpose for Layla. In her discussion with the course convenor, Layla commented on the 
difficulty she had faced to locate credible statistics regarding substance abuse in the 
Middle East in general and in Saudi Arabia in specific. Layla identified this issue as 
problematic because it was a common practice for presenters to offer detailed credible 
statistics in seminar presentations. Moreover, Layla needed these statistics to convince 
her colleagues that drug abuse was a serious issue in their society. She used the 
photograph of the hospital to address this challenge.  
 
 نامك ةروصلا و ضارعلأا ىلع مهل تلق .اكيرمأ يف ةيئاصحإ ىلع مهل تلق ةيادبلا يف انأ
 انحن سب ،لاجرلا يكيرمأ اهل يف سب ةدوجوم اهنإ حص نامك نكل ،دلبلا يف اندنع ةلكشملا
.لح 
I told them at the beginning about statistics in America. I told them 
about the symptoms and the photograph also showed an American 
man, but we have this problem in the country. But although it exists 




Layla used the photograph of the local hospital to mitigate the absence of statistics in 
Saudi Arabia and orient viewers’ attention to their local context while balancing the 
earlier mentioned statistics of ‘drug abuse’ in the United States and the effect of the 
patient’s photograph presented in Slide 6. At the same time, the photograph helped 
Layla to draw her viewers’ attention to the possibility of treating drug abuse by showing 
them a photograph of the local hospital.   
Slides 13 and 14 resume the semiotic resources adopted earlier in Layla’s slides. 
The titles are written in orange while the writing is offered in black. In contrast to slides 
11 and 12 which serve to create a promise of hope, slide 13 take the viewers back to the 
elements commonly observed in slideshows in this event. It discusses diagnosis and 
assessment through a combination of writing and visuals. The visuals show needle 
marks associated with drug abuse to illustrate one of its symptoms. I have previously 
discussed Layla’s choice of these visuals which was motivated by her desire to choose 
visuals that she considered appropriate to her colleagues (See 6.2.3.1.2).  
Slide 14 finally introduces the word ‘Treatment’ in its title. Layla, however, did 
not follow common design patterns among the observed presenters who typically listed 
types of treatment as a way to introduce this stage. In Layla’s slideshow, slide 14 shows 
a range of photographic visuals accompanied with captions written in small font. The 
Slide is divided into two sections which both serve to support the meanings introduced 
in slides 11 and 12. On the left of the slide, three photographs are connected through 
lines to a photograph showing human clinched fists inscribed by the words ‘drug free’. 
The three photographs indicate the necessary steps needed to overcome drug abuse. The 
visual on the top shows different types of pills next to a patient’s hand with a small, 
crinkled note with the word help, hand-written on it. The visual in the middle shows a 
prescription plan with a partially-shown stethoscope and a hand writing with a pen. The 
visual on the bottom shows a consultation session between a patient and a professional 
consultant who is writing on a piece of paper. The organizational pattern through which 
these visuals are shown on the slide suggests the need for this specific order in order to 
achieve a drug-free status. It starts with patients’ awareness of the problem and their cry 
for help. Then, it moves to professional, specialized help which includes pharmaceutical 
treatment and psychological therapy.  
On the right section of slide 14, two visuals show patients before and after 
treatment, placed under the title ‘RECOVERY IS POSSIBLE’. Capitalization supports 
other semiotic choices in this sub-stage to foreground meanings of hope and possibility 
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of recovery. The visuals in this slide contrast considerably with the visuals in slide 6 
which illustrates the devastating impact that drug abuse has on patients (Table 7.5). In 
slide 14, the patients’ photographs are used to initiate the discussion of treatment 
because they show the audience that recovery is possible with the right type of 
treatment.  
Although Layla designed her slideshow within a community of professionals in 
pharmacy, she employed semiotic choices within her presentation which attempted to 
move the discussion of treatment beyond the boundaries of rigid scientific discussion. 
She worked to raise awareness of the complexity of treatment by drawing her viewers’ 
attention to what is needed in order to overcome drug abuse. Interestingly, however, 
while Layla designed her slideshow to discuss in detail pharmaceutical treatment (slides 
15-20, Table 7.7) and examined briefly psychological therapy in slide 21 (Table 7.8), 
she did not elaborate on her visual reference in slide 14 to patients’ call for help. This 
could be understood in terms of the limited time she had and the requirements and 
expectations that she was required to follow in this event. It could also suggest her 
desire to highlight medical treatment and social support because of her view of society’s 
lack of empathy and understanding towards drug abusers.  
In this sub-stage, both slideshows adopt different semiotic choices to initiate 
their discussion of treatment. Lamar relied on writing to outline the types of treatment 
available to treat onychomycosis while Layla relied on visuals heavily not only to 
present the common elements of diagnosis, assessment and types of treatment, but also 
to create an atmosphere of hope and a promise of recovery. While Lamar used her slide 
to offer a blueprint to her audience to navigate the content of the upcoming discussion 
with ease, Layla’s slides employed semiotic choices which brought to surface different 
angles of treatment.   
  Discussing available treatment 
 Within the observed seminar presentations, this sub-stage typically offered 
detailed discussion of available treatments, including newly-approved medications. 
Slides usually included showing medication boxes, needed dosages, clinical studies and 
photographs illustrating the effect of treatment. Because of the larger number of slides 
in this section, I will selectively examine some of the slides in Lamar’s and Layla’s 
slideshows (Table 7.7).  
Lamar’s slides continue to include writing in every slide. They alternate, 
however, between total reliance on writing (slides 11, 16 and 21) and combinations of 
200 
 
writing and visuals (slides 10, 17 and 18). Writing continues to be displayed in the same 
colour, size and font adopted in earlier slides which creates consistency throughout the 
slideshow and echoes her earlier talk about following the norms and guidelines to create 
a successful presentation (See 7.1.1). The use of visuals, on the other hand, expands to 
illustrate available treatments in detail. In this sub-stage, photographs are employed to 
introduce the shape of medication containers as in slide 10. This was a common practice 
among the observed presenters who considered recognizing medications’ appearance an 
essential aspect of their pharmaceutical knowledge.  
 
Table 7.7 Third Stage: Discussion of Available Treatment 
 
























Visuals are also used in these slides to indicate the effect of treatment as in slide 
18 in which two photographs extracted from a clinical study show the effect of the 
medication. These are used in conjunction with a chart that shows the results of two 
studies on the medication’s effect on patients. While the chart displays the difference 
between the two studies through abstract, scientific statistics and mathematical symbols, 
the photographs provide a naturalistic representation of the medication’s effect. In 
addition to photographs, drawings are also used to visually illustrate the application of 
locally administered medication of onychomycosis as in slide 17.  
As a designer, Lamar’s use of visuals was connected to the benefit that she 
believed these visuals presented to the viewers in terms of offering supportive evidence 
of her discussion.  
 
 ؟ يعوضوم ةركف تناك شإ انأ ).( هرثكأ ناك يعوضوم ونلأ ةريثك روص ترتخا ام انأ
 ةديدجلا و ةميدقلا ةيودلأا ،ةيودلأا ىلع يش رثكأ طلسأ ينإ) و مهل يتبثت ناشع مزلا ).........
 اودلا اداه لاعف ونإ مهنيعب وفوشيeffective ونإ مهنيعب وفوشي و ،قرف لمع اودلا لاعف و ،
 فيك يفوشت ناشع ، لأ ؟ لا وأ تقو عيضأ سب وم سيوك وهف .مهنيعب وفوشي ناشع قرف يف
 اهلابب ةدحاو لاثم .ناكOK ضيب عقب ادك تايرطفلا ادك يه ،جلاعي ةويإ ةروصتم ةدحاوف ،ا
 يفوشت املف .لبق ناك ام يز رافظلأا عجري ام نكمم لا لوقت ةدحاو يف .رثأ يف ،جلاعي
 ( نوكت ،ةروصلاxx  كل نيبيف ؟رثأ هيف ىقبيح لا و لبق ناك ام يز رافظلأا عجريح وه )
 ـلا هيوسيح يللا يشلاdrug   .رثلأا يشلا ، 
I didn’t choose a lot of visuals because my topic was mostly (.) What 
was the main purpose of my presentation? My aim was to focus on 
medication, old and new medications ( ………) You must do that to 
prove to them and let them see with their own eyes that this drug is 
effective, and it actually made a difference,  and they can see with 
their eyes that there is a difference. They can see with their eyes that it 
is good. It is not just about wasting time or not, no. For example, one 
would think, OK, it can treat fungal infections. They are like white 
spots so one would think, yes, it treats them. It has an effect. Another 
one would say no, it cannot bring the nails to the same condition they 
were before, so when you see the photo (xx), will it bring the nail as it 
was before or will it still have a trace of the condition? It will explain 




As her focus was directed towards showing available medications and introducing her 
audience to the effect of these medications, her visuals were not about ‘wasting time’ 
and filling in her slideshow. When Lamar described in our interview how she made her 
slideshow, she did not pay much attention to her describing semiotic choices in detail. 
Her main focus was towards using the visuals to discuss available treatment and 
showing her audience how effective the treatment was to address onychomycosis. She 
addressed her aim through creating coding orientations that supported her explanation 
of treatment through showing what medications look like, how they were used and the 
extent of their effect in treating the infection.  
The visuals employed in this sub-stage create a complex configuration of 
modality in which naturalistic, technological and abstract coding orientations are 
employed to support the making of meaning according to the presenter’s aim. The only 
visual that appears to break this consistent pattern within Lamar’s slideshow appears on 
the top, right corner of slide 17 which represents a clipart showing a toenail prepared to 
fight while wearing a purple boxing gear with the name of the treatment written on the 
helmet. This visual does not add to the explanation of treatment, but it seems to serve a 
decorative purpose because it is consistent with the idea of fighting fungal infections. 
Throughout Lamar’s slideshow, this is the only time that a clipart is employed. It does 
not seem to present considerable threat to Lamar’s attempt to create a professional-
looking slideshow. Because it seems to work in harmony with the other scientifically-
oriented, semiotic choices in the slide, the clipart does not appear as an act of deviation 
from the norms and guidelines that Lamar paid attention to. This harmony is created 
through specific semiotic choices, including its single use, considerably smaller size in 
relation to other visuals in the slide and the written name of the medication.  
Layla’s slideshow, on the other hand, continues to rely heavily on visuals. 
Discussion of available treatment was divided into two sections: available well-known 
medications and the introduction of a newly-approved drug at the time. A single slide is 
devoted to discuss available treatments through a detailed table in slide 15. When Layla 
discussed each medication, a photographic visual of the medication box was displayed 
through PowerPoint animation. From slide 16 till slide 20, combinations of visuals and 
writing are used to discuss a newly approved drug of opioids dependence.  
In slide 16, for example, various semiotic choices are used to introduce the new 
medication. The slide is spatially dominated by a drawing showing a scientist smiling 
and working in a lab with the name of the medication written on the background. The 
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writing on top of the drawing offers the scientific information related to the drug. The 
status of the medication as a newly-approved drug is further supported by the use of the 
logo of FDA at the top of the slide next to its title, in addition to the written captions 
‘phase 3 successful’ included in the drawing which refers to clinical trials. These cues 
support the explanation of the medication as a new form of treatment and create a 
visually harmonious atmosphere that suites the topic of this slide.  
Slide 17 offers a brief view of the drug in writing and employs three visuals to 
explain how the drug is used. These visuals provide a blueprint that the audience can 
use to learn about the discussed medication. Photographs of the medication boxes are 
displayed in slide 19 with brief explanation of dosages. In slide 20, side effects are 
displayed with minimum writing through drawings. Because the drawings have no 
written captions, they are understood visually and through Layla’s accompanying 
speech. The semiotic choices in this substage in Layla’s slideshow shed light on her 
priorities as a meaning maker. While discussion of available medications is confined to 
slide 15, five slides are dedicated to thoroughly discuss the newly-approved drug. The 
visuals in Layla’s slides provide specific information to support each point except in 
slide 16 in which the visual serves to set the ground and convey a specific atmosphere 
suitable with introducing a newly-approved drug. Considering the significance that 
Layla attached in previous slides to broaden the boundaries of her discussion of drug 
abuse, she designed this sub-stage aligned with the textual norms and expectations in 
PS2. In previous slides, she employed semiotic choices to highlight significant issues, 
such as social and legal aspects of drug abuse and patients’ suffering. In discussing 
available treatment, her design choices served to orient the slides towards professional 
practice in this community. Both slideshows employ semiotic choices that support 
discussion of available treatment according to each presenter’s interests. Lamar’s 
reliance on writing continues with visuals being used to support her discussion of 
medications and their effectiveness. Layla continues to show clear preference of visuals 
over writing which she uses to offer detailed explanation of medication.  
  Concluding the discussion of treatment 
Presenters typically concluded their discussion of treatment through displaying 
prognosis, statistics and sometimes brief summaries of discussed medications. Lamar 
followed the common textual practices while Layla concluded her discussion through 
introducing a different type of treatment (Table 7.8). Lamar offered a slide that relied 
solely on writing to explain the prognosis associated with onychomycosis. She 
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continued to use the same semiotic choices associated with writing in relation to size, 
colour and font. Layla’s used her concluding slide in this stage to discuss psychological 
treatment. Although this type of treatment was relevant to many of the health issues 
discussed within the observed presentations, presenters briefly referred to this type of 
treatment when they started discussing available treatments without discussing it in 
detail. This appeared, for example, in Lamar’s brief reference to ‘phototherapy’ when 
she outlined available treatment in slide 9 (Table 7.6).  
Layla initially referred to psychological treatment through one of the 
photographs in slide 14 (Table 7.6). She later dedicated a separate slide to explain this 
type of therapy and conclude her discussion of treatment through combining writing 
with two photographs in a left/right placement. The writing offers a full definition of 
psychological treatment while the photographs show patients surrounded by others in 
counselling sessions and group therapy without showing their faces. The visual 
resources reflect the vulnerability of patients and their need for support and 
understanding. The slide maintains the semiotic choices used earlier in terms of size, 
font and colour of writing. Although this type of treatment was not directly related to 
pharmaceutical practice, Layla pointed out that   
 
يل ةبسنلاب مهم ادج يشلا اداه ونلأ يأرقت و يعمست يكاغبأ انأ ناشع هتبتك . 
I wrote it because I want you to listen and read because this thing is 
very important for me. 
 
Table 7.8 Third Stage: Concluding the Discussion of Treatment 
 






Dedicating a separate slide to discuss this type of treatment visually and linguistically 
reflected the significance that Layla attached to this type of treatment. The visual 
representations of patients as surrounded by others in this slide support the written 
definition and help Layla to attend to essential aspects of knowledge highlighted 
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throughout her slideshow. After introducing substance abuse as a social and legal 
problem and discussing it as a serious, but treatable health issue, the visuals in slide 21 
in Layla’s slideshow concluded the discussion by drawing attention to patients’ need for 
support and the complexity of treatment.   
7.3.4 The fourth stage: Concluding the presentation 
Specific textual choices were typically used among the observed presenters to 
conclude their presentations which included a written summary of the main points 
discussed within the presentation or an effective statement wrapping the presentation, a 
list of references and a thank-you slide to indicate the end of the presentation. Both 
Lamar and Layla employed semiotic choices that aligned with these common choices in 
seminar presentations (Table 7.9).  
Lamar included a summary in slide 22, a list of references in slide 23 and a thank-
you display in slide 24. She relied solely on writing with no visuals in these slides and 
adopted her earlier semiotic choices in terms of colour, size and font of writing. The 
thank-you slide, however, employs different semiotic choices that appear in using a 
different size, colour and font of writing with a different background design. Lamar 
showed consistency throughout her slideshow in her use of writing which reflected her 
desire to create an easy-to-follow slideshow that would help the audience listen 
attentively. The semiotic choices in the last slide suggest an attempt to provide some 
variation and avoid boring the audience. Because the slide does not offer any specific 
information that relates to Lamar’s discussion of onychomycosis, moving beyond her 
consistently-employed semiotic choices in this last slide does not seem to threaten the 
quality of her work.  
Layla continued to use visuals in every slide in this stage with considerable 
variation in colour, size and font associated with writing except in slide 23 which, 
despite its use of the colour purple, showed the title of the slide in orange. For her 
conclusion, Layla relied on a concluding statement which echoed the statements she 
used earlier in slides 11 and 12 (Table 7.6). In these slides, Layla drew upon semiotic 
choices that conveyed hope and highlighted patients’ suffering and the extensive efforts 
needed to help patients overcome drug abuse. In her conclusion, she used writing to 
restate those meanings through reminding her audience of the complexity of addressing 
drug abuse while promising them that that complexity will be worthwhile. The writing 
on this slide is foregrounded while drawings of different types of pills and a needle are 
shown in the background in faded colours.  
206 
 
Table 7.9 Fourth Stage: Concluding the Presentation 
 















The change in Layla’s use of writing and visual is significant because of its 
location in the slideshow. Layla’s slideshow shows considerable preference for using 
visuals which reflects how she described herself as a visual person and manifests her 
earlier views on the powerful impact that visuals have on communicating knowledge. 
Her use of writing in slide 22 appears to function as a closure in which visuals are no 
longer needed in the same way as before and writing builds on what has been discussed 
and offers a direct and determined statement that acknowledges challenges and 
promises hope. In contrast to reliance on writing in this slide, Layla’s thank-you slide 
resumes her earlier preference for using visuals. It shows three drawings of various 
sources of substance abuse which represent drugs, alcohol and smoking. These visuals 
echo her visual resources in slide 2 (Table 7.4) in which photographic visuals of distinct 
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types and uses of drugs are displayed. Though Layla focused on opioids dependence as 
the topic of her presentation, she employed semiotic choices that broadened her 
discussion to drug abuse in general and that appears in her thank-you slide.  
Closely connected to the discussion of Layla’s fourth stage are three slides that 
she displayed during her discussion with the course convenor. Although presentations in 
this event typically ended with offering thank-you slides, Layla was the only presenter 
to display three more slides after she ended her presentation and began discussing her 
work with the teacher (Table 7. 10). While she was discussing her work and addressing 
the course convenor’s questions and comments, Layla asked for his permission to 
display the treatment plan offered in the local hospital to address drug abuse.  
            
        Table 7.10 Coda 
 
Slide Lamar Slide Layla 
  25 
 
  26 
 





The displayed scans combine Arabic writing with photographs showing the staff 
and different facilities of the hospital. As the scans show the treatment plan offered by 
the hospital which was introduced earlier in slide 12, they supported Layla’s semiotic 
choices described earlier through which she worked to localize the discussion of drug 
abuse and highlight the possibility of recovery. In addition, by showing her audience the 
elaborate plans carried out by hospitals and teams of professionals, these slides serve to 
raise awareness among her audience of the complexity of addressing and treating drug 
abuse which cannot be confined to the knowledge or efforts of a single practitioner in 
pharmacy.  
 Finally, examination of the semiotic choices in Layla’s slideshow cannot be 
concluded without considering a recurrent visual that appeared in most of her slides. 
Layla included a small drawing at the right, bottom corner of twenty slides in her 
presentation which consists of 27 slides (Figure 7. 1). The drawing shows a person 
kneeling down on the floor with an oversized drug bottle lying on his/her back. 
According to Layla,  
يكيلع ءبع نامدلإا ونإ ةروصلا يداه 
this picture shows that addiction is a burden on you 
 
 Looking at this drawing through the lens of visual grammar, the person is 
portrayed through an oblique angle that offers power to the viewer over the represented 
participant in the visual. The angle additionally suggests detachment, contrasting thus, 
with the frontal angle of the patient in slide 6 that work to engage the audience with the 
patient directly (Table 7. 4). Kress and van Leeuwen point out that the “difference 
between the oblique and the frontal angle is the difference between detachment and 
involvement” (2006, p. 136). The small recurrent drawing in Layla’s slides, however, 
seems to combine these dimensions. It triggers sympathy form the viewer by conveying 
pain and helplessness while maintaining, at the same time, a sense of detachment and 





Figure 7.1 A small drawing consistently used throughout Layla’s slideshow. 
 
7.4 The Making of Meaning in Slideshows within Presentations in Pharmacy 
While learning has been traditionally considered as a linguistic phenomenon, 
examination of participants’ accounts supports the call for the need to reconsider the 
“the taken-for-granted idea that speech and writing have the capacity to make 
knowledge of all kinds ‘explicit’” (Bezemer and Kress, 2015, p. 65). The analysis above 
aims to explore how each presenter approached textual production in her slideshow. By 
looking at each seminar presentation in this event as a motivated sign shaped by the 
presenter’s interests “to find the best possible, the most plausible form for the 
expression of the meaning that (s)he wishes to express” (Kress et al, 2001, p. 5), the 
analysis shows how Lamar and Layla designed their slideshows according to their 
needs, interests and preferences while working within specific expectations and 
requirements. Their productions show a continuum of textual practices which ranged 
between adhering faithfully to the norms and practices associated with making 
slideshows in this context to deviating purposefully in their designs.  
Engaging in these presentations required presenters to employ different semiotic 
choices whereby “what the meaning maker takes as criterial then determines what he or 
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she will represent about that entity, or how he or she will represent that entity, in 
making the sign” (Bezemer and Kress, 2015, p. 44). The semiotic choices, highlighted 
in the analysis above, document instances of practice through which Lamar and Layla 
demonstrated their knowledge, established their developing experience and embodied 
their identities as professionals and individuals. Although both presenters made their 
slideshows in a way that reflected their understanding of how to make a professional, 
scientifically-grounded presentation, both seemed to be accepted by the course 
convenor.  
In each slideshow, the presenter drew on her preferences, understanding of this 
literacy event and the needs of her topic. The analysis above showed considerable 
contrast between each presenter’s approach towards the use of writing and visuals in 
their slides (Table 7. 11). Writing was generally used to document scientific information 
through condensed structures and reliance on key words (Morell, 2015). Although none 
of the presenters offered slides with visuals only, use of visuals differed significantly 
between the two presenters.  
                 









These differences were reflected in the degree of reliance on visuals and the 
complex configurations of visual resources used in every stage (Table 7. 12). Each 
presenter relied on distinct configurations of modality which they used to represent and 
communicate different aspects of knowledge in their presentations. I described before 
how visuals represented an important aspect in differentiating presentations between 
PS1 and PS2 (See 6.2.1 and 6.2.3). Participants described how using visually-appealing 
resources in PS1 was an acceptable practice because of the general nature of their topics 
and the considerable flexibility that shaped the course convenor’s feedback. These 
visuals, however, were described as inappropriate for use in PS2 because topics were 
medically-oriented, textual practices were more constrained and assessment criteria 
Distribution of Writing and Visuals Lamar Layla 
Slides with Visuals Only 0 0 
Slides with Writing Only 11 1 
Slides Combining Visuals and Writing 13 26 
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were precisely-defined. Both presenters relied considerably, but differently on visuals. 
Their reliance, however, was purposeful, not decorative.   
                
Table 7.12 Distribution of visuals across Lamar's and Layla's slideshows 
 
Stage 
Number of Visuals in 
Lamar’s Slideshow 
Number of Visuals in 
Layla’s Slideshow 
First Stage   1   13 
Second Stage   7   25 
Third Stage   17   41 
Fourth Stage   0   15 
Total Number of Visuals   25   94 
 
Lamar approached her slideshow composition as a professional, formal task 
through which she attended to her teacher’s instructions and common guidelines to help 
the audience navigate and follow her presentation. She prioritized her position as a 
professional under training and aligned herself textually, therefore, with semiotic 
choices that brought her closer to the expectations shaping this literacy event and 
facilitated attainment of a positive feedback from the course convenor. While she relied 
less extensively than Layla on visuals, her use of visuals saturated the third stage in her 
slideshow more than any other stage because it was consistent with her goal. She aimed 
to offer a thorough discussion of onychomycosis while specifically focussing on 
medications and their effects on treating affected areas of body. Although she came 
across personal stories of patients in their Instagram accounts (See 5.3.5), none of these 
stories surfaced in her presentation. They inspired her, however, to extract photographs 
from clinical studies and offer instead decontextualized and depersonalized illustrations 
in accordance with common textual practices this context.  
In contrast, Layla relied on semiotic choices that allowed her to participate in 
this literacy event successfully as a pharmacy student and as a health professional 
whose responsibility required her to ‘serve the society’ and attend to its needs. She 
aligned herself with the imagined community she was going to join after graduating and 
employed semiotic choices in her slideshow that would allow her to educate the public 
and promote health awareness. She designed her slideshow in a way that showed in-
depth knowledge of her topic through attending to the expected scientific information 
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while highlighting at the same time the complexity of drug abuse. In each stage, Layla 
maintained the basic elements that were common within other observed presentations. 
She also used visuals to situate the discussion of her topic within the local context in 
which she was studying and was later going to work. In addition, she used visuals to 
address the common stigmatization that drug abusers were subjected to by the common 
negative societal attitudes she noticed. Her interests as a meaning maker extended 
beyond discussing opioids dependence as a health issue. Rather than restricting her 
discussion of symptoms to the pharmaceutically-relevant mental and physical changes 
caused by opioids dependence on patients, she used visuals to highlight patients’ plight 
while, at the same time, creating a sense of hope and offering a promise of recovery.   
The effect of Layla’s interests and aims appeared in visually saturating every 
stage in her slideshow to bring to light a wide range of meanings without verbalizing all 
of them. In this regard, the use of Arabic script particularly stood out to locate the topic 
locally and mitigate the absence of relevant statistics in Saudi Arabia. This was a 
significant issue for Layla because it supported her efforts to convince the audience of 
the magnitude of the problem in their society while highlighting, at the same time, the 
presence of a solution to address it.  
Both Lamar and Layla showed consistency in terms of the information value 
they attached to their organization of writing and visuals. Lamar showed clear 
preference towards left/right placement of elements, corresponding to given/new 
structures in visual grammar (Kress and van Leeuwen, 1996). In her slides, the given 
was associated with written scientific information. Although the content of writing may 
not be previously known by the audience, it was ‘given’ in terms of the common 
expectations within this community. Layla’s slides, on the other hand, showed 
considerable variation that included left/right, top/down and central/marginal placement 
of writing and visuals. This variation seems consistent with the different meanings that 
Layla worked to represent and communicate in her presentation.  
One final issue requires special attention when discussing the use of visuals 
among non-native speakers of English. While it has been suggested before that 
extensive reliance on visuals could be an indication of a speaker’s attempt to 
compensate for their linguistic deficiencies among second language speakers (Morell, 
2015), the analysis in this chapter highlights the need to consider different dimensions 
in meaning making. In this literacy event, the purposes, needs and interests of each 
presenter shaped the extent of relying on visuals beyond linguistic deficiencies. Visuals 
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were used to realize different meanings that the presenter needed to make and 
communicate within the limited timeframe available, the common textual practices and 
the meaning maker’s interests. Although visuals could play a significant role in assisting 
second and foreign language speakers with their linguistic needs, their use should be 
considered in relation to the specific genre that learners face and the literacy event that 
underpin learners’ engagement in meaning making.    
7.5 Chapter Summary 
In this chapter, I examined the semiotic choices surrounding the use of writing 
and visuals in two of the observed presentations in this case study. Considering the 
meaning makers’ accounts of how they approached the requirements of the course, their 
personal interests and the nature of their topics, examination of their slideshows brings 
to light a wide continuum of textual practices that presenters employed in their 
slideshows. These practices ranged from adhering to norms and conventions to 
deviating purposefully to represent and communicate knowledge as competent 
professionals and attain positive feedback. Slideshows composition in this event 
represented an elaborate instance of meaning making which needs to be examined in 
terms of the situated social practices surrounding their production, rather than through a 




Chapter 8 Discussion, Implications and Concluding Remarks 
8.1 Introduction 
In this chapter, I discuss the major themes that were highlighted through 
examination of participants’ literacy practices and multimodal meaning making in this 
case study. I start by considering a situated understanding of English-mediated oral 
presentations, identity construction among participants as professionals and meaning 
making in these presentations. After that, I discuss the implications that this study offers 
for EAP practice. I specifically focus on methodological issues associated with 
conducting research relevant to this study and pedagogical issues shaping this English-
mediated setting which can help inform practices around language teaching and 
learning. These are followed by looking at the limitations that faced this case study and 
the recommendations for further research. The chapter is finally concluded with 
reflections on conducting this study and my research journey.  
8.2 Engaging with Literacy in Seminar Presentations 
In this thesis, I employed an ethnographically-oriented case study to examine 
how year-five female undergraduates engaged with oral presentations in the College of 
Pharmacy in one of the universities in Saudi Arabia. The study aimed to address the 
following research questions:  
1. Which literacy practices do multilingual learners draw on while engaging with 
oral presentations in pharmacy? 
2.  What available semiotic resources do these undergraduates employ to represent 
and communicate knowledge while engaging in these presentations and how? 
Three interrelated major aspects surfaced through the analysis in relation to the 
literature review previously discussed. These relate to how presenters approached oral 
presentations as an independent, English-mediated genre, how presenters’ identity as 
members in a professional community of practice was constructed throughout their 
engagement in this event and how meaning was realized.   
8.2.1   Oral presentations in pharmacy as an independent genre: A situated 
understanding 
 Contrary to common tendencies among EAP genre studies to prioritize the 
examination of linguistic features in written discourse, this case study approached 
undergraduate’ oral presentations as one of the commonly used and highly valued 
academic genres whose value has not been thoroughly examined within language 
teaching and learning (Hyland, 2009). Although the investigated event did not take 
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place within an English language classroom, this investigation offers a step forward to 
address calls that highlight “the need for students (and instructors) to become aware of 
disciplinary and genre practices outside of the language classroom” (Hardy & Friginal, 
2016, p. 120). Through adopting a social account of literacy and a social semiotic 
approach to meaning making, oral presentations in this event appeared as a valuable 
resource to socialize undergraduates into the professional practices associated with 
seminar presentations in hospitals in which pharmacy students were expected to work. 
They additionally offered invaluable opportunity for students to navigate through 
professional practices that moved beyond pharmaceutically-grounded knowledge to 
explore their societal responsibilities in promoting health awareness.  
Moreover, examination of how learners engaged in this genre support EAP 
scholarly interests in enhancing learners’ ability to “learn about the boundaries of a 
genre, and develop a nuanced understanding of how a genre (or a set of genres) 
organizes a particular sphere of life” (Morton, 2016, p. 61-62). Whether these 
undergraduates choose to work in hospitals or pharmaceutical companies after 
graduating, they attached considerable importance to their participation in this literacy 
event. This importance not only reflected the official purpose behind its use in the 
College, but also extended to more personal agendas highlighted by the participants in 
this study. In addition to providing them with access to learn necessary skills, it offered 
them an opportunity to establish themselves in this community as competent speakers 
and knowledgeable professionals and address the growing challenges in their university 
studies.  
Scholarly research within EAP research has already pointed out that knowledge 
of any genre is not limited to learners’ knowledge and mastery of textual features 
(Dressen-Hammouda, 2008). In this case study, examination of participants’ accounts 
highlighted particular aspects of engaging in this genre which moved beyond 
recognizing and adopting lists of previously-identified, discreet and decontextualized 
skills. Developing their control of this genre depended on their ability to choose 
appropriate topics that would allow them to balance the need to adhere to the common 
norms and practices in this community with the need to stand out among their 
colleagues. Control and efficient management of this event were also associated with 
participants’ extensive efforts to search for the needed information, localize their 
knowledge, create an image of competent and professional speakers, prepare their 
presentations and rehearse them ahead.  
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Reliance on English in making these presentations was described by participants 
as the most challenging aspect in this event. The challenges associated with language, 
however, extended beyond its linguistic features to include specific social practices that 
surrounded its use. English was significant in relation to two aspects. The first reflected 
considerable attention to pronunciation of medically-relevant terms in this community 
which was described as an integral part of their professional responsibility as 
pharmaceutical practitioners. Errors in pronunciation of treatments and medications 
were rejected not only because of the meticulous assessment criteria in this event, but 
also because they were viewed as a potential risk to patients’ safety and a threat 
jeopardizing their work to establish themselves as competent professionals in their 
community.    
The second aspect in English language use was a common concern among 
students regarding presenters’ ability to adopt a native-like accent of English. Despite 
the fact that this issue was never addressed by the course convenor within the observed 
presentations, many presenters associated a speakers’ ability to assume an American or 
a British accent with her ability to use English competently and fluently. Not being able 
to speak with such a native-like accent was threatening to their image as proficient 
speakers of English because it raised questions about their command of the language 
which was described as essential for their success. Successful participation in these 
presentations was not only about the depth of a presenter’s knowledge or the quality of 
her performance. For some presenters, it was equally dependent on the impression of 
control that could be conveyed through a speaker’s accent.  
Accuracy of linguistic features in oral presentations, on the other hand, did not 
seem to represent an overwhelming source of concern to presenters. In addition to their 
prior preparation and extensive practice, students’ regular contact with English 
scientific materials in the College facilitated their efforts to prepare and make their 
presentations. While learners’ first language has been described as significant to 
facilitate communication in multilingual environments (Baumgarten, 2016), this case 
study brings to light a different dimension to the role that learners’ first language can 
play in English-mediated learning. Arabic scientific materials surfaced in participants’ 
accounts as an invaluable source of assistance to approach unfamiliar concepts. Because 
presenters treated their presentations as staged performances which they prepared and 
rehearsed ahead, language was manageable even for those who were not totally 
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comfortable with using English and pointed out their inability to use the language 
beyond their studies and previously-prepared tasks.  
 As a literacy event, seminar presentations in this context were shaped by 
specific expectations and requirements which appeared to be detrimental to presenters’ 
recognition and use of this genre and their attainment of a positive feedback. Presenters, 
however, differed in how they chose to attend to these practices. Their aspirations to 
participate successfully in this event were shaped by attempts to balance their efforts to 
conform to norms and rules with the pressure they faced at times to deviate from these 
expectations to accommodate the needs dictated by their topics, contextual demands and 
personal interests. Recognizing and shedding light on these attempts support the 
increasing calls within EAP research to broaden the lens through which specialized 
genres in disciplinary fields are identified, approached and taught to learners. This is 
particularly significant if we look at learners as a community of practice in which 
“rebellion often reveals a greater commitment than does passive conformity” (Wenger, 
1998, p. 77). Thus, participation in this event may entail decisions among learners to 
deviate which should not be considered in terms of the rules they have broken within 
educational institutions, but rather in terms of learners’ negotiation of ways to 
participate in this community of practice while appropriating personal interests and 
contextual demands.  
8.2.2 Identity construction in a community of practice: Developing as 
professionals  
Looking at this event through the lens of community of practice sheds light on 
participants as members whose agency allows them to “take up, resist, transform, and 
reconstruct the social and cultural practices afforded them in and through the events of 
everyday life” (Gee & Green, 1998, p. 148). For these members, social interaction was 
instrumental to their engagement in this event not only in relation to their current 
community, but also in relation to the communities of professionals which they aspired 
to join in the future. Participation in this community of practice was shaped by specific 
expectations and requirements which were at times outside of participants’ control. 
Participants’ engagement in this event was, however, shaped by how they responded to 
and addressed the conditions they faced (Wenger, 1998, p. 79).   
The study considered participants’ accounts as indicative of their active roles in 
this community. Looking at learners as “agentive, and not passive recipients of 
messages transmitted by an instructor” (Bezemer and Kress, 2015, p. 43), participants’ 
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efforts to establish themselves as professionals extended to almost every aspect of their 
participation in this event. Although presenters spoke about the need to follow the 
norms and conventions, seminar presentations appeared as a “dynamic, flexible, and 
open to change” genre which enabled presenters to appropriate their needs within 
available choices and constraints (Lee, 2016, p. 99). Their decisions indicated how they 
worked “to engage in a particular sort of ‘dance’ with words, deeds, values, feelings, 
other people, objects, tools, technologies, places, and times so as to get recognized as a 
distinctive sort of who doing a distinctive sort of what” (Gee, 2015, p. 172).  
Specific decisions were particularly highlighted in their work to maintain the 
‘identity kit’ of a professional in this community (Gee, 2015, p. 171). Connecting their 
preparation to the local contexts in which they were going to work was a major aspect. 
It was not enough for them to present scientific, documented and up-to-date information 
of their topics if they could not situate their knowledge within their local contexts. This 
expectation required them to establish connections with professionals and develop 
knowledge relevant to their practice. Other significant decisions included recognizing 
and choosing appropriate topics, preparing and making presentations, designing 
slideshows and preparing for discussion with the course convener. The significance of 
these decisions surfaced in what every choice offered in relation to how they perceived 
themselves and how they were perceived by their colleagues.  
Engagement with English was also relevant to examine closely the construction 
of identity in this event. With the specific social practices surrounding the use of 
English in this community, the ability to maintain control of English was not easily 
available to all presenters. They found refuge in adequate preparation and extensive 
practice which provided them with an effective, but temporary sense of control over 
their performance. This control was further supported by presenters’ awareness that 
Arabic can come to their rescue while discussing their work with the course convener. 
Yet, their ability to make their presentations, receive positive feedback and attain good 
grades did not overcome their concerns with using English effectively beyond this 
event. For them, the challenges faced in relation to using English impacted their views 
of themselves, casting an undeniable shadow over their confidence in being able to 
compete with more fluent presenters. With research showing that language learners’ 
confidence in their speaking skills represents “a considerable obstacle” that affect 
presenters and their audience (Lima, 2016, p. 122), examination of how participants 
described their language skills and their impact on their self-confidence and engagement 
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in seminar presentations represented an essential aspect of exploring this particular 
genre. 
8.2.3 Representing and communicating knowledge: The complexity of meaning 
making 
Within EAP research, examination of meaning making has been generally 
associated with language more than any other mode following the long-held focus on 
linguistic features of academic discourse. According to this understanding, scientific 
discourse was seen as “quantitative, repeatable, and ideally free from bias” (Parkinson, 
2013, p. 157). In this thesis, however, examination of the social practices shaping this 
event required a more holistic understanding of meaning making in relation to scientific 
discourse. This understanding should attend to calls to highlight the need for developing 
accounts “of the range of semiotic phenomena and their affordances discernible in 
multiple texts in addition to the need to show such phenomena (can and do) work 
together inter-semiotically to produce meanings within texts” (Evans, 2013, p. 359). In 
this case study, participants’ descriptions of their experiences and their slideshow 
design shed light on the complexity of decisions relative to their presentations. These 
decisions reflected presenters’ status as agentive meaning makers through creating 
multimodal ensembles in which “the shaping of knowledge occurs in all modes” (Kress 
et al, 2001, p. 119). Participants’ accounts highlighted how they attached specific 
meanings and purposes to the semiotic choices they relied on, especially in relation to 
slideshow design. These choices are not often highlighted in scholarly research. In 
contrast to the considerable abundance of research on the semiotic resource of language, 
our knowledge has not developed equally regarding “the semiotic potentials of gesture, 
sound, image, movement and other forms of representation” (Jewitt, 2008, p. 148). This 
study, therefore, offers a step forward in this regard.   
Participants highlighted how they used speech and slideshow designs to 
represent and communicate their knowledge. They worked to represent specific 
dimensions of meanings through particular semiotic resources that they considered 
integral to their success as professional pharmacists. Speech was indispensable in 
constructing seminar presentations, but it was a challenging mode to engage with. Its 
use moved beyond conveying the scientific information related to presenters’ topics to 
sustaining their efforts to present themselves as competent professionals. The use of this 
mode was shaped by highly-valued semiotic resources which included accurate 
pronunciation, fluency in speaking and a native-like accent. Because some of these 
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practices were not easily accessible and available to all presenters, they were considered 
challenging and, at times, out of reach. As multimodal ensembles, analysis of 
slideshows showed how specific semiotic resources were preferred to others and were 
associated with specific meanings. Writing, for example, represented an essential 
component in composing these slideshows, but it had to be minimized because of the 
negative effect that participants associated with overreliance on writing on their image. 
Moreover, presenters seemed to be more occupied with how written text on slides 
appeared visually to the audience rather than with the content of script.  
Visuals were also integral to construct these presentations. In addition to their 
use to represent the scientific realism regularly recognized in scientific discourse which 
“defines reality on the basis of what things are like generically or regularly” (Kress and 
van Leeuwen, 2006, p. 154), participants’ accounts, however, showed how visuals were 
used to convey elaborate layers of meaning. Their use extended to meanings which were 
prioritized by students because they were relevant to their professional practice in 
pharmacy. Visuals were used to create coherence between the different elements in 
seminar presentations and echo common practices among professionals. They were also 
used to bridge the gap between theoretical discussions and practical applications related 
to their knowledge. Furthermore, visuals were invaluable to connect their knowledge to 
the local contexts in which they lived and will eventually work.  
 Using visuals in slideshow designs was additionally helpful to address the 
various contextualized constraints that presenters faced within this context while at the 
same time serving their interests which reflect “the text-maker’s social, cultural, 
affective and material experiences and present position in the world, shaping his or her 
attention to and engagement with the world” (Bezemer & Kress, 2015, p. 27). Within 
the strict timeframe they were required to follow, presenters engaged in decisions 
regarding which aspects should be foregrounded or highlighted and how these meanings 
were carried out. Whether they decided to conform to or deviate from the common 
expectations and requirements in this context, presenters’ decisions were mediated by 
their personal interests, nature of topics and contextual demands.  
8.3 Implications 
Contributions to scholarly research in this case study appears in relation to 
methodological and pedagogical aspects within EAP practice.  
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8.3.1 Methodological issues 
In relation to the current heavy reliance on quantitative and experimental 
methodologies in research concerned with language teaching and learning among Saudi 
learners, there is a considerable need to provide more in-depth, qualitative 
investigations that shed light on learners’ engagement with English within and beyond 
language classrooms. Aiming to investigate the literacy practices underlying learners’ 
engagement in oral presentations and multimodal meaning making within slideshows in 
pharmacy, this case study employed some of the common research instruments relevant 
to literacy studies, such as observation, interviews and artefact collection. Contextual 
constraints, however, prevented me from using photographs and videos which represent 
commonly-used data collection methods in investigations of multimodal meaning 
making. These methods are used to examine modal choices and document instances of 
multimodal meaning making through “detailed observational accounts of these modes 
as they are realized in a given social context” (Jewitt, 2009b, p. 30). Despite their 
common and beneficial use in scholarly research, tracing the realization of multimodal 
meaning making through such methods is not always easily available. In this study, the 
norms and values shaping the research site restricted my ability to use photographs and 
videos to document engagement in the literacy event and trace evidence of multimodal 
design. These norms and values were related to the cultural and religious sensitivities 
which shaped this all-female settings and the university’s regulations which I needed to 
follow as an employee in a different campus and as a researcher whose responsibility 
included recognizing and respecting norms and regulations within the research site (See 
3.5.7).  
To mitigate my inability to use these methods, I relied on participants’ 
description of their multimodal meaning making because “individuals are real makers of 
meaning, and not merely instantiations of existing conventions” (Kress et al, 2001, p. 5-
6). Considering that a multimodal text should be seen “as a window onto its maker” 
(Jewitt, 2009b, p. 30), I worked to orient my interviews towards exploring participants’ 
accounts of their textual choices. These choices were significant because they 
represented “traces of a sign-maker’s decisions about the expression of the meaning that 
she or he wishes to make in a given context” (Jewitt and Kress, 2003, p. 278). Although 
contextual constraints have prevented me from directly documenting the use of 
slideshows within seminar sessions and participants’ coordination of these slideshows 
with speech and gesture, participants’ accounts highlighted many of their aims and 
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purposes that motivated their meaning making choices. As Lillis suggests, “talk around 
text” offers ethnographic insight to examine writers’ perspectives and writing practices 
(2001). This suggestion can also be extended beyond written texts and include 
multimodal texts as well.   
Although the use of digital tools to examine meaning making among participants 
could have enriched the collected data, this case study attempted to work around 
methodological constraints and contribute to the increasing wealth of research on 
multimodality within educational settings and address gaps in scholarly research while 
exploring hard-to-reach contexts as in this case study. The values and norms shaping 
these contexts place considerable constraints on qualitative data collection, but this 
should not discourage researchers from exploring the social practices that surround 
people’s engagement in literacy in these contexts. It is our responsibility as researchers 
to provide appropriate epistemological alternatives that do not jeopardize the 
ontological grounds upon which qualitative research is built. In this case study, adopting 
a theoretical perspective that pays attention to the social context and participants’ 
perspectives requires the need to appropriate data collection methods with contextual 
demands and sensitivities. In addition to being a methodological issue, this is an ethical 
responsibility that we hold as researchers, not only to show consistency with the 
theoretical perspectives adopted for research, but also to show our respect and gratitude 
for our participants whose time, feelings and experiences pave the way for the existence 
of similar studies.  
8.3.2 Pedagogical issues 
Anchored in needs-driven approaches to language education, EAP research has 
been dominated for a long time by textual-based studies which aim to identify linguistic 
features of written discourse. Concern with these features reflect the classical 
significance attached to writing within tertiary education regarding knowledge 
dissemination and assessment (Lillis and Scott, 2008). Despite this tendency, there are 
increasing calls among scholars to broaden understanding of learners’ needs within EAP 
research agenda and acknowledge their evolving and changing nature across different 
settings (Charles & Pecorari, 2016). Moving from total reliance on textual-based 
investigation to embracing more ethnographically-oriented investigations of language 
use is needed to broaden research agenda. Because needs analysis represents one of the 
major theoretical angles upon which this thesis is based, exploring situated literacy 
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practices help to “illuminate how the social contexts, expectations and intentions of all 
stakeholders have a bearing on the needs analysis process” (Flowerdew, 2013, p. 329).  
My focus on presenters as designers of multimodal ensembles within this study 
was inspired by Kress’s view that “data is needed to complement, to ‘fill out’, data 
which one theory by itself cannot produce” (2011, p. 240). I addressed this view 
through drawing upon a social account of literacy and a social semiotic approach to 
meaning making to examine how undergraduates engage with seminar presentation in 
pharmacy. These theoretical angles complement each other and pave the way to 
examine “how knowledge in the discipline is presented, debated and constructed” 
(Wingate & Tribble, 2012, p. 481). In this regard, four pedagogical aspects are 
highlighted because of their impact on practices associated with language teaching and 
learning in this tertiary context.  
 Language use and competence 
 Understanding the use of language in any context requires recognition of “the 
purposes and participants that are integral to the construction of particular 
communicative processes and products” (Hyland, 2006, p. 386). In this case study, 
engaging with English moved beyond recognizing and using a linguistic code. 
Linguistic errors did not seem to be prioritized by the course convener or the presenters 
unless they impeded the comprehensibility of speech. Accurate pronunciation, on the 
other hand, was prioritized because of the responsibilities associated with participants’ 
professional practices in pharmacy. Using English in this context was not only confined 
to representation and communication of knowledge, but was additionally connected to 
the way participants believed English sustained their images as successful and 
professional presenters. Having a native-like accent was highly valued by many 
presenters who saw it as an indication of control and proficiency in language use, 
regardless of presenters’ performance, the quality of their presentations or the accuracy 
of their linguistic structures.  
Within scholarly research, the significance of native-like accent has been 
questioned as calls emerged to direct learners’ attention to the functional uses of 
language to build their competence rather than searching for a native-like model. These 
calls, however, tend to be based on quantitative investigations without taking into 
account the contextualized demands on learners. In this regard, the social account of 
literacy adopted in this study draws attention to some of these demands which are 
shaped by “nonvisible elements, including social relationships, values, ways of 
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thinking, skills, and structured routines and pathways” (Matusiak, 2013, p. 1579). 
Analysis highlighted the significance of a native-like accent while presenting among 
participants despite the fact that the course convener did not pay attention to this aspect 
within the observed presentations. Calls to prioritize learners’ practical needs while 
using the language should take into account the social values that surround language 
use. In this case, pedagogical practices within EAP should move beyond a normative 
approach that prioritize linguistic features and adopt a more transformative approach to 
examine how language use differs across communities. They are needed additionally to 
raise learners’ awareness of how they approach language use and guide them to 
consider their values and practices critically in a way that would empower them and 
facilitate their engagement in tertiary education. In this regard, analysis drew attention 
to the complexity that was associated with pronunciation as an important aspect of 
presenters’ use of English and professional practice. Students in this event attached 
considerable significance to accurate pronunciation of medical and scientific terms 
because of its relation to their professional practice and patients’ safety and that 
significance was supported by the course convener’s feedback. Other students 
associated professional success and competence in this event with a presenter’s ability 
to sound like a native speaker of English while presenting. Because this ability was not 
available to all presenters and because it did not seem to impact the assessment given by 
the teacher, pedagogical plans should examine and address such attitudes and values 
among learners.   
 English-mediated oral presentations and first language 
Traditionally, scholarly research in English language teaching and learning has 
paid particular attention to language learners, first language. Early grammar-translation 
methods used L1 to facilitate access to linguistic terms in L2. Later approaches 
disapproved the use of L1 in language classes because of the negative impact it had on 
learners in their language learning. Errors were often described as being caused by 
interference from L1 which seemed to hinder learners’ full immersion in their learning. 
Pedagogical decisions were, thus, centered around the need to minimize any reference 
to L1 in good language classrooms without attempting to explore the role that L1 may 
play in the social practices surrounding learners’ engagement in literacy events 
associated with L2.  
However, exploring the literacy practices that underpinned how year-five 
undergraduates engaged with seminar presentations in this case study sheds light on the 
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significance that participants attached to their L1 in approaching their presentations. 
Although presentations were constructed in English, the participants’ first language, i.e. 
Arabic, played a significant role in their engagement with literacy in this event. In 
addition to its use to facilitate understanding of complex and unfamiliar issues, Arabic 
surfaced in presentations as one of the ways that participants used to ground their work 
in the local contexts surrounding their studies and future practice. Moreover, Arabic 
provided a valuable opportunity for presenters to engage with the course convener’s 
feedback. Their ability to use Arabic offered them a sense of security that supported 
their previous preparation and practice and allowed them to discuss their work and 
explain their choices and decisions with confidence. 
Examination of L1’s status within the social practices in this predominantly 
English-mediated event calls for the need to reconsider its position in language teaching 
and learning. Despite the fact that construction of successful presentations in this 
context was directly connected to presenters’ ability to use English competently, the use 
of L1 surfaced in participants’ accounts of their experiences as an essential component 
to make their presentations. It is the responsibility of policy makers and teachers in 
English-mediated tertiary education to explore available tools that support learners’ 
participation in their disciplinary communities, such as L1 use in this case. L1 should 
not be considered in terms of its negative impact on learners’ ability to learn and use the 
language, but in terms of what it can offer to support and sustain learners’ development 
in academia.  
 Meaning making       
 Because this study aimed to explore the literacy practices underpinning 
undergraduates’ engagement in seminar presentations in pharmacy, examining the 
decisions that participants took to make meaning was an integral part of this 
exploration. The analysis supported Kress’s view that 
‘language’ is just one among the resources for making meaning; and 
that all such resources available in one social group and its cultures at 
a particular moment ought to be considered as constituting one 
coherent domain, an integral field of nevertheless distinct resources 
for making meaning; all equal, potentially, in their capacity to 
contribute meaning to a complex semiotic entity, a text or text-like 
entity (2011, p. 242). 
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  The participants in this thesis relied on a variety of modes and resources to 
represent and communicate a wide range of meanings. While speech seemed to be 
preserved for meanings related to the scientific content of their topics, the multimodal 
ensembles offered within slideshows allowed presenters to attend to meanings they 
considered essential to make their presentations, such as showing credibility, creating 
specific atmospheres consistent with their topics, drawing attention to patients’ 
suffering and establishing professional knowledge. Considering the affordances and 
constraints surrounding the various modes and resources used within the observed 
presentations, these meanings could not have been made through language alone. In 
fact, understanding language and its role in meaning making requires consideration of 
how meaning is distributed across modal and semiotic choices in any instance of 
communication (Kress et al., 2001).  
The analysis suggests the need to offer a holistic approach to language education 
in which learners’ awareness is raised to recognize and appropriate the semiotic 
resources available to them within their communities. Pedagogical approaches to 
meaning making in disciplinary communities should be oriented towards offering 
contextualized understanding of the relevant social practices involved in different 
communities of practice. This is particularly important when meaning making is 
mediated by a second or foreign language. EAP policy makers and teachers can work to 
facilitate attempts to imagine higher education “as a multilingual space” in which the 
semiotic choices that learners employ in different disciplines are taken into account in 
addition to language (Preece, 2009, p. 36).    
8.4 Limitations to the Study 
 Several limitations accompanied this case study. First, although the study was 
designed to take place across eight weeks, the original design was affected by the time 
needed to obtain the official approval to gain access to the research site and participants. 
It was also affected by the mid-term exams which took place near the middle of my stay 
at the College. In addition to postponing many classes, students were preoccupied with 
their preparation for these exams in a way that prevented me from conducting additional 
interviews or familiarizing myself with the context.  
 Second, considering the ethnographically-oriented nature of this qualitative case 
study, the absence of the voices of other participants in this community of practice 
represent another major limitation to this research study. These participants include the 
course convener, administrative staff and teachers whose roles in this community 
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shaped participants’ experiences in the College in different ways. Among these 
participants, the course convener’s voice is particularly missed as I believe it would 
have enriched the lights shed on the literacy practices shaping participants engagement 
in this literacy event.  
 Third, because participating in this study was based on the observed presenters’ 
willingness to volunteer for interviews, participation seemed to have been offered by 
presenters who generally received positive feedback and considerably high grades. 
None of the presenters whose performances seemed to be less well-received by the 
course convener within the observed presentations participated in this case study. Their 
voices, which could have offered insightful understanding of this literacy event, were 
missing. Many of these presenters were willing to speak with me informally before and 
after seminar sessions, but were reluctant to participate in the formal, individual 
interviews. This could have been caused by issues related to presenters’ self-confidence, 
affecting their willingness to discuss their experiences in detail.  
8.5 Recommendations for further research 
Several recommendations are suggested for further research by this case study. 
Further research is needed to expand the scope of EAP research in the Saudi context. 
With the common tendency in this context to base pedagogical decisions on 
quantitatively-driven research and teacher-based intuitions, pedagogical practices will 
benefit from adopting qualitative methodologies which pave the way for more in-depth 
examination of teaching and learning in language education. Research is also needed to 
explore learners’ engagement with literacy in other disciplinary fields and different 
literacy events to shed light on the variation that shape learners’ experiences with 
literacy and meaning making. This should be associated with extending the scope of this 
study by conducting longitudinal and longer-duration case studies investigations to 
examine how learners develop their membership in specific communities within 
different disciplines and the role of language in this development. Such research should 
also attend to meaning making choices which shape how language is used in different 
communities. More research is also needed to facilitate access to voices of various 
participants in educational settings by attending to different members of disciplinary 
communities, such as administrative and teaching staff. These suggestions can 
potentially enable scholarly research to explore the ways through which the “production 
of practice makes communities of practice the locus of creative achievements and the 
locus of inbred failure; the locus of resistance to oppression and the locus of the 
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reproduction of its conditions; the cradle of the self but also the potential cage of the 
soul” (Wenger, 1998, p. 85).  
8.6 Concluding Remarks 
 In this case study, I attempted to explore the literacy practices underpinning how 
year-five female undergraduates engaged with seminar presentations in the College of 
Pharmacy in one of the Saudi universities. Exploration of literacy practices extended to 
the meaning making choices that participants in this study highlighted as they described 
their experiences with representing and communicating knowledge. Situated within an 
English-mediated setting, the study builds on a social understanding of literacy to offer 
an in-depth investigation of undergraduates’ engagement in a specific literacy event. 
Despite the limitations I faced while conducting this case study which I discussed 
above, the study offers valuable insights that can inform EAP practices within this 
context. These insights are mediated by my position as an insider working as a language 
teacher in the same university in the Preparatory-Year programme and an outsider 
researcher within the specific community of practice that the participants in this case 
study belonged to. I believe that these positions allowed me to recognize, appreciate and 
address the themes that distinguished participants’ experiences in their community in 
comparison to other communities in the university. Within educational settings, efforts 
to improve the quality of educational practices are often seen to be the ultimate aims of 
conducting scholarly research. I look at this study as a way to offer research-bound 
insights to inform language education and practices not only in this tertiary setting, but 
















Ababneh, I. (2016). Comparative Arabic and English literacy: A study of female 
university students' practices in Saudi Arabia. International Journal of Applied 
Linguistics and English Literature, 5(1), 1-7. doi:10.7575/aiac.ijalel.v.5n.1p.1 
Al-Khairy, M. A. (2013). Saudi English-major undergraduates' academic writing 
problems: A Taif University perspective. English Language Teaching, 6(6), 1-
12. doi:10.5539/elt.v6n6p1 
Al-Mohanna, A. (2011). Developing English learners' listening-speaking skills 
interactively: An analytic study in the Saudi Arabian context. International 
Journal of Arts & Sciences, 4(10), 77-105.  
Al-Nasser, A. (2015). Problems of English language acquisition in Saudi Arabia: An 
exploratory-cum-remedial study. Theory and Practice in Language Studies, 
5(8), 1612-1619.  
Alqahtani, M. (2015). Saudi students' willingness to communicate and success in 
learning English as a foreign language. Journal of Language Teaching and 
Research, 6(6), 1195-1205. 
doi:http://dx.doi.org.ezproxy.lancs.ac.uk/10.17507/jltr.0606.06 
Alyousef, H. S. (2013). An investigation of postgraduate business students' 
multimodal literacy and numeracy practices in Finance: A multidimensional 
exploration. Social Semiotics, 23(1), 18-46. 
doi:10.1080/10350330.2012.740204 
Alzubi, A. A. F., Singh, M. K. M., & Pandian, A. (2017). The use of learner autonomy 
in English as a foreign language context among Saudi undergraduates enrolled 
in preparatory year deanship at Najran University. Advances in Language and 
Literacy Studies, 8(2), 152-160. 
doi:http://dx.doi.org/10.7575/aiac.alls.v.8n.2p.152 
Angélil-Carter, S. (1997). Second language acquisition of spoken and written English: 
Acquiring the skeptron. TESOL Quarterly, 31(2), 263-287. 
doi:10.2307/3588047 
Archer, A. (2006). A Multimodal approach to academic ‘literacies’: Problematising 
the visual/verbal divide. Language and Education, 20, 449-462. 
doi:10.2167/le677.0 
Atkinson, P., & Hammersley, M. (1994). Ethnography and participant observation. In 
N. K. Denzin & Y. S. Lincoln (Eds.), Handbook of qualitative research (pp. 
248-261). Thousands Oaks, CA: Sage. 
Barber, C. (1985). Some measurable characteristics of modern scientific prose. In J. 
Swales (Ed.), Episodes in ESP (pp. 3-14). New York: Prentice Hall. 
Barnawi, O. Z. (2016). The effect of negotiating pedagogies in Saudi college EFL 
writing classrooms. Language and Literacy, 18(1), 1-22. DOI: 
10.20360/G2DW2X  
Barnawi, O. Z., & Phan, L. H. (2015). From western TESOL classrooms to home 
practice: A case study with two ‘privileged’ Saudi teachers. Critical Studies in 
Education, 56(2), 259-276. doi:10.1080/17508487.2014.951949 
Barrett, N. E., & Liu, G.-Z. (2016). Global trends and research aims for English 




Bartlett, L. (2008). To seem and to feel: Engaging artefacts to do literacy. In M. 
Prinsloo & M. Baynham (Eds.), Literacies, global and local (pp. 35-50). 
Philadelphia: John Benjamins. 
Barton, D. (1994). An introduction to the ecology of written language. Oxford: 
Blackwell. 
Barton, D., & Hamilton, M. (1998). Local literacies: Reading and writing in one 
community. London: Routledge. 
Barton, D., & Hamilton, M. (2005). Literacy practices. In D. Barton, M. Hamilton, & 
R. Ivanič (Eds.), Situated literacies: Reading and writing in context (pp. 7-15). 
London: Routledge. 
Barton, D., & Tusting, K. (2005). Introduction. In D. Barton & K. Tusting (Eds.), 
Beyond communities of practice: Language, power and social context (pp. 1-
13). Cambridge: Cambridge University Press. 
Basturkmen, H. (2009). Commenting on results in published research articles and 
masters dissertations in language teaching. Journal of English for Academic 
Purposes, 8, 241-251. doi:http://dx.doi.org/10.1016/j.jeap.2009.07.001 
Baumgarten, N. (2016). L2 English academic speaking development: Insights from a 
multilingual university context. Procedia - Social and Behavioral Sciences, 
232, 145-153. doi:https://doi.org/10.1016/j.sbspro.2016.10.039 
Bawarshi, A. S., & Reiff, M. J. (2010). Genre: An introduction to history, theory, 
research and pedagogy. West Lafayette: Parlor Press. 
Bazeley, P. (2013). Qualitative data analysis: Practical strategies. London: Sage. 
Belcher, D. (2006). English for specific purposes: Teaching to perceived needs and 
imagined futures in worlds of work, study, and everyday life. TESOL 
Quarterly, 40, 133-156. doi:10.2307/40264514 
Belcher, D., & Lukkarila, L. (2011). Identity in the ESP context: Putting the learner 
front and centre in needs analysis. In D. Belcher, A. M. Johns, & B. Paltridge 
(Eds.), New directions in English for specific purposes research (pp. 73-93). 
Ann Arbor, MI: University of Michigan Press. 
Berman, R. (1975). Analytic syntax: A technique for advanced level reading. TESOL 
Quarterly, 9, 243-251. doi:10.2307/3585956 
Bezemer, J. (2008). Displaying orientation in the classroom: Students’ multimodal 
responses to teacher instructions. Linguistics and Education, 19(2), 166-178. 
doi:https://doi.org/10.1016/j.linged.2008.05.005 
Bezemer, J., & Kress, G. (2008). Writing in multimodal texts: A social semiotic 
account of designs for learning. Written Communication, 25, 166-195. 
doi:10.1177/0741088307313177 
Bezemer, J., & Kress, G. (2015). Multimodality, learning and communication: A 
social semiotic frame. Abingdon: Routledge. 
Bhatia, V. K. (1993). Analysing genre: Language use in professional settings. 
London: Longman. 
Bhatia, V. K. (2004). Worlds of written discourse. London: Continuum. 
Bourdieu, P. (1991). Language and symbolic power. Cambridge, UK: Polity Press. 
Bourdieu, P., & Passeron, J.-C. (1977). Reproduction in education, society and 
culture. London: Sage Publications. 
Brown, H. & Adamson, J. (2014). Localizing EAP in light of the rise of English-
medium instruction at Japanese universities. OnCue Journal, 6, 5-20.  
Brown, J. D. (2009). Foreign and second language needs analysis. In M. H. Long & C. 




Brown, J. D. (2016). Introducing needs analysis and English for specific purposes. 
London and New York: Routledge. 
Buckingham, L., & Alpaslan, R. S. (2017). Promoting speaking proficiency and 
willingness to communicate in Turkish young learners of English through 
asynchronous computer-mediated practice. System, 65, 25-37. 
doi:https://doi.org/10.1016/j.system.2016.12.016 
Busch, B. (2012). The Linguistic repertoire revisited. Applied Linguistics, 33(5), 503-
523. doi: 10.1093/applin/ams056 
Carter-Thomas, S., & Rowley-Jolivet, E. (2008). If-conditionals in medical discourse: 
From theory to disciplinary practice. Journal of English for Academic 
Purposes, 7, 191-205. doi:http://dx.doi.org/10.1016/j.jeap.2008.03.004 
Chambers, F. (1980). A re-evaluation of needs analysis in ESP. The ESP Journal, 1, 
25-33. doi:http://dx.doi.org/10.1016/0272-2380(80)90007-4 
Chang, Y-Y. (2012). The use of questions by professors in lectures given in English: 
Influences of disciplinary cultures. English for Specific Purposes, 31(2), 103-
116. doi:http://doi.org/10.1016/j.esp.2011.08.002 
Charles, M. (2007). Language matters in global communication: Article based on 
ORA lecture, October 2006. Journal of Business Communication, 44(3), 260-
282. doi:10.1177/0021943607302477 
Charles, M. (2013). English for academic purposes. In B. Paltridge & S. Starfield 
(Eds.), The handbook of English for specific purposes (pp. 137-153). Malden, 
MA: Wiley-Blackwell. 
Charles, M., & Pecorari, D. (2016). Introducing English for academic purposes. 
London and New York: Routledge. 
Chou, M. H. (2011). The influence of learner strategies on oral presentations: A 
comparison between group and individual performance. English for Specific 
Purposes, 30, 272-285. doi:10.1016/j.esp.2011.04.003 
Christie, F. (2005). Classroom discourse analysis: A functional perspective. London 
and New York: Continuum. 
Clarence, S., & McKenna, S. (2017). Developing academic literacies through 
understanding the nature of disciplinary knowledge. London Review of 
Education, 15(1), 38-49. doi:10.18546/LRE.15.1.04 
Coleman, L. (2012). Incorporating the notion of recontextualisation in academic 
literacies research: The case of a South African vocational web design and 
development course. Higher Education Research and Development, 31(3), 
325-338. doi:10.1080/07294360.2011.631519 
Coleman, L. (2016). Asserting academic legitimacy: The influence of the university of 
technology sectoral agendas on curriculum decision-making. Teaching in 
Higher Education, 21(4), 381-397. doi:10.1080/13562517.2016.1155548 
Cope, B., & Kalantzis, M. (2000). Multiliteracies: Literacy learning and the design of 
social futures. London and New York: Routledge. 
Cowling, J. D. (2007). Needs analysis: Planning a syllabus for a series of intensive 
workplace courses at a leading Japanese company. English for Specific 
Purposes, 26, 426-442. doi:http://dx.doi.org/10.1016/j.esp.2006.10.003 
Curtis, F., & Gillen, J. (2017). “I don’t see myself as a 40-year-old on Facebook”: 
Medical students’ dilemmas in developing professionalism with social media. 
Journal of Further and Higher Education, 1-12. 
doi:10.1080/0309877X.2017.1359503 
Daif-Allah, A. S., & Khan, M. I. (2016). The impact of open discussion sessions on 
enhancing the oral communicative abilities of Saudi English language majors 
232 
 
at Buraydah Community College. English Language Teaching, 9(6), 108-122. 
doi:http://dx.doi.org/10.5539/elt.v9n6p108 
de Chazal, E. (2014). English for academic purposes. Oxford: Oxford University 
Press. 
Denzin, N. K., & Lincoln, Y. S. (2000). Introduction: The discipline and practice of 
qualitative research. In N. K. Denzin & Y. S. Lincoln (Eds.), The Sage 
handbook of qualitative research (pp. 1-32). London: Sage. 
Dickie, J., & McDonald, G. (2011). Literacy in church and family sites through the 
eyes of Samoan children in New Zealand. Literacy, 45(1), 25-31. 
doi:10.1111/j.1741-4369.2011.00574.x 
Dressen-Hammouda, D. (2008). From novice to disciplinary expert: Disciplinary 
identity and genre mastery. English for Specific Purposes, 27, 233-252. 
doi:http://dx.doi.org/10.1016/j.esp.2007.07.006 
Dressen-Hammouda, D. (2013). Ethnographic approaches to ESP research. In B. 
Paltridge & S. Starfield (Eds.), The Handbook of English for Specific Purposes 
(pp. 501-517). Malden, MA: Wiley-Blackwell. 
Dubois, B. L. (1980). The use of slides in biomedical speeches. The ESP Journal, 1, 
45-50. doi:http://dx.doi.org/10.1016/0272-2380(80)90009-8 
Dudley-Evans, T. (1998). An overview of ESP in the 1990s. Paper presented at the the 
Japan Conference on English for Specific Purposes Proceedings, Fukushima. 
Retrieved March, 2015, from https://eric.ed.gov/?id=ED424775 
Duguid, P. (2005). “The art of knowing”: Social and tacit dimensions of knowledge 
and the limits of the community of practice. The Information Society, 21(2), 
109-118. doi:10.1080/01972240590925311 
Dörnyei, Z. (2007). Research methods in applied linguistics. New York: Oxford. 
Edley, N., & Litosseliti, L. (2010). Contemplating interviews and focus groups. In L. 
Litosseliti (Ed.), Research methods in linguistics (pp. 155-178). London: 
Continuum. 
Eggins, S. (2004). Introduction to systemic functional linguistics. London: Continuum. 
Evans, S. (2010). Business as usual: The use of English in the professional world in 
Hong Kong. English for Specific Purposes, 29(3), 153-167. 
doi:http://dx.doi.org/10.1016/j.esp.2009.11.005 
Evans, S. (2013). “Just wanna give you guys a bit of an update”: Insider perspectives 
on business presentations in Hong Kong. English for Specific Purposes, 32, 
195-207. doi:http://dx.doi.org/10.1016/j.esp.2013.05.003 
Fageeh, A. I. (2011). EFL learners’ use of blogging for developing writing skills and 
enhancing attitudes towards English learning: An exploratory study. Journal of 
Language and Literature, 2(1), 31-48.  
Ferguson, G. (2001). If you pop over there: A corpus-based study of conditionals in 
medical discourse. English for Specific Purposes, 20, 61-82. 
doi:http://dx.doi.org/10.1016/S0889-4906(99)00027-7 
Fernández-Polo, F. J. (2014). The role of I mean in conference presentations by ELF 
speakers. English for Specific Purposes, 34, 58-67. 
doi:http://doi.org/10.1016/j.esp.2013.09.006 
Ferris, D., & Tagg, T. (1996). Academic oral communication needs of EAP learners: 
What subject-matter instructors actually require. TESOL Quarterly, 30, 31-58. 
doi:10.2307/3587606 
Fielding, N. G., & Fielding, J. L. (1986). Linking data. London: Sage. 
233 
 
Flowerdew, J., & Miller, L. (1997). The teaching of academic listening 
comprehension and the question of authenticity. English for Specific Purposes, 
16, 27-46. doi:http://dx.doi.org/10.1016/S0889-4906(96)00030-0 
Flowerdew, J., & Peacock, M. (2001). Research perspectives on English for academic 
purposes. Cambridge: Cambridge University Press. 
Flowerdew, L. (2013). Needs analysis and curriculum development in ESP. In B. 
Paltridge & S. Starfield (Eds.), The handbook for English for specific purposes 
(pp. 325-346). Malden, MA: Wiley-Blackwell. 
Gee, J. P. (2010). New digital media and learning as an emerging area and "worked 
exampels" as one way forward. London: The MIT Press.  
Gee, J. P. (2015). Social linguistics and literacies: Ideology in discourses (5th ed.). 
London and New York: Routledge. 
Gee, J. P., & Green, J. L. (1998). Discourse analysis, learning and social practice: A 
methodological study. Review of Research in Education, 23(1), 119-169.  
Gee, J. P., Hull, G., & Lankshear, C. (1996). The New work order: Behind the 
language of the new capitalism. Boulder, CO: Westview Press. 
Giannoni, D. S. (2008). Medical writing at the periphery: The case of Italian journal 
editorials. Journal of English for Academic Purposes, 7, 97-107. 
doi:http://dx.doi.org/10.1016/j.jeap.2008.03.003 
Gibbons, A. (2012). Multimodality, cognition, and experimental literature. New York 
and   London: Routledge. 
Glesne, C., & Peshkin, A. (2011). Becoming qualitative researchers: An introduction. 
Boston: Pearson. 
Graff, H. J. (1995). The Labyrinths of Literacy: Reflections of Literacy Past and 
Present. Pittsburgh, PA: University of Pittsburgh Press. 
Green, J., & Bloome, D. (1997). Ethnography and ethnographers of and in education: 
A situated perspective. In J. Flood, S. B. Heath, & D. Lapp (Eds.), Handbook 
of research on teaching literacy through the communicative and visual arts 
(pp. 181-202). New York: Macmillan Publishers. 
Guo, L. (2004). Multimodality in a biology textbook. In K. I. O'Halloran (Ed.), 
Multimodal disocurse analysis: Systemic functional perspectives (pp. 196-
219). London and New York: Continuum. 
Gwee, S., & Toh-Heng, H. L. (2015). Developing student oral presentation skills with 
the help of mobile devices. International Journal of Mobile and Blended 
Learning (IJMBL), 7(4), 38-56. doi:10.4018/ijmbl.2015100103 
Halliday, M. (1978). Language as a social semiotic: The social interpretation of 
language and meaning. London: Edward Arnold. 
Halliday, M., MacIntosh, A., & Strevens, P. (1964). The linguistic sciences and 
language teaching. London: Longman. 
Hammersley, M. (2006). Ethnography: Problems and prospects. Ethnography and 
Education, 1, 3-14. doi:10.1080/17457820500512697 
Hardy, J. A., & Friginal, E. (2016). Genre variation in student writing: A multi-
dimensional analysis. Journal of English for Academic Purposes, 22, 119-131. 
doi:https://doi.org/10.1016/j.jeap.2016.03.002 
Heath, S. B. (1983). Ways with words: Language, life and work in communities and 
classrooms. New York: Cambridge University Press. 
Heigham, J., & Sakui, K. (2009). Ethnography. In J. Heigham & R. A. Croker (Eds.), 
Qualitative research in applied linguistics: A practical introduction (pp. 91-
111). Hampshire: Palgrave Macmillan. 
234 
 
Heller, M. (2008). Doing Ethnography. In L. Wei & M. G. Moyer (Eds.), The 
Blackwell guide to research methods in bilingualism and multilingualism. 
Malden: MA: Blackwell Publishing. 
Herbert, A. J. (1965). The Structure of technical English. London: Longman. 
Hincks, R. (2010). Speaking rate and information content in English lingua franca oral 
presentations. English for Specific Purposes, 29(1), 4-18. 
doi:http://doi.org/10.1016/j.esp.2009.05.004 
Ho, V. (2014). Managing rapport through evaluation in grounder: A qualitative study. 
Journal of Pragmatics, 61, 63-77. 
doi:https://doi.org/10.1016/j.pragma.2013.11.019 
Hoekje, B. J. (2007). Medical discourse and ESP courses for international medical 
graduates (IMGs). English for Specific Purposes, 26, 327-343. 
doi:http://dx.doi.org/10.1016/j.esp.2006.09.002 
Holme, R., & Chalauisaeng, B. (2006). The learner as needs analyst: The use of 
participatory appraisal in the EAP reading classroom. English for Specific 
Purposes, 25, 403-419. doi:http://dx.doi.org/10.1016/j.esp.2006.01.003 
Hood, S., & Forey, G. (2005). Introducing a conference paper: Getting interpersonal 
with your audience. Journal of English for Academic Purposes, 4(4), 291-306. 
doi:https://doi.org/10.1016/j.jeap.2005.07.003 
Huang, C.-W., & Archer, A. (2017). "Academic literacies" as moving beyond writing: 
Investigating multimodal approaches to academic argument. London Review of 
Education, 15(1), 63-72.  
Hutchinson, T., & Waters, A. (1987). English for specific purposes: A learning-
centred approach. Cambridge, Cambridgeshire: Cambridge University Press. 
Hyland, K. (2006). English for academic purposes: An advanced resource book. 
London: Routledge. 
Hyland, K. (2009). Academic discourse. London: Continuum. 
Hyland, K. (2015). Genre, discipline and identity. Journal of English for Academic 
Purposes, 19, 32-43. doi:http://dx.doi.org/10.1016/j.jeap.2015.02.005 
Jaipal, K. (2010). Meaning making through multiple modalities in a biology 
classroom: A multimodal semiotics discourse analysis. Science Education, 94, 
48-72. doi:10.1002/sce.20359 
Janks, H., & Comber, B. (2006). Critical literacy across continents. In K. Pahl & J. 
Rowsell (Eds.), Travel notes from the new literacy studies: Instances of 
practice (pp. 95-117). Clevedon, UK: Multilingual Matters. 
Javid, C. Z., Al-Asmari, A. R., & Farooq, U. (2012). Saudi undergraduates' 
motivational orientations towards English language learning along gender and 
university major lines: A comparative study. European Journal of Social 
Sciences, 27(2), 283-300.  
Jewitt, C. (2008). Multimodality and literacy in school classrooms. Review of 
Research in Education, 32, 241-267. doi:10.3102/0091732x07310586 
Jewitt, C. (2009a). An introduction to multimodality. In C. Jewitt (Ed.), The Routledge 
handbook of multimodal analysis (pp. 14-27). London: Routledge. 
Jewitt, C. (2009b). Different approaches to multimodality. In C. Jewitt (Ed.), The 
Routledge handbook of multimodal analysis (pp. 28-39). London: Routledge. 
Jewitt, C. (2013). Multimodal methods for researching digital technologies. In S. 
Price, C. Jewitt, & B. Brown (Eds.), The Sage handbook of digital technology 
research (pp. 250-265). London: Sage. 
235 
 
Jewitt, C., Kress, G., Ogborn, J., & Tsatsarelis, C. (2000). Teaching and learning 
beyond language. Teaching Education, 11(3), 327-341. 
doi:http://dx.doi.org/10.1080/713698977 
Jewitt, C., & Oyama, R. (2001). Visual meaning: A social semiotic approach. In T. 
van Leeuwen & C. Jewitt (Eds.), The handbook of visual analysis (pp. 134-
156). London: Sage Publications Ltd. 
Johns, A. M. (1998). The visual and the verbal: A case study in macroeconomics. 
English for Specific Purposes, 17, 183-197. 
doi:http://dx.doi.org/10.1016/S0889-4906(97)00010-0 
Johns, A. M. (2013). The history of English for specific purposes research. In B. 
Paltridge & S. Starfield (Eds.), The handbook of English for specific purposes 
(pp. 5-30). Malden, M.A.: Wiley-Blackwell. 
Jones, C. (1991). An integrated model for ESP syllabus design. English for Specific 
Purposes, 10, 155-172. doi:http://dx.doi.org/10.1016/0889-4906(91)90022-O 
Kao, S.-M., & Wang, W.-C. (2014). Lexical and organizational features in novice and 
experienced ELF presentations. Journal of English as a Lingua Franca, 3(1), 
49-79. doi:http://dx.doi.org/10.1515/jelf-2014-0003 
Kassim, H., & Ali, F. (2010). English communicative events and skills needed at the 
workplace: Feedback from the industry. English for Specific Purposes, 29, 
168-182. doi:http://dx.doi.org/10.1016/j.esp.2009.10.002 
Kim, S. (2006). Academic oral communication needs of East Asian international 
graduate students in non-science and non-engineering fields. English for 
Specific Purposes, 25, 479-489. 
doi:http://dx.doi.org/10.1016/j.esp.2005.10.001 
King, N., & Horrocks, C. (2010). Interviews in qualitative research. London: Sage. 
Kmalvand, A. (2015). Visual communication in PowerPoint presentations in applied 
linguistics. TechTrends, 59(6), 41-45. doi:10.1007/s11528-015-0903-5 
Kostova, B., & Shamonina, G. (2014). Unlocking potential: Tools for supporting 
academic communication. The Journal of Teaching English for Specific and 
Academic Purposes, 2, 263-273.  
Kramsch, C. (2013). Afterword. In B. Norton (Ed.), Identity and language learning: 
Extending the conversation (2nd ed., pp. 192–201). Bristol, UK: Multilingual 
Matters. 
Kress, G. (2000a). Multimodality. In B. Cope & M. Kalantzis (Eds.), Multiliteracies: 
Literacy learning and the design of social futures (pp. 182-202). London and 
New York: Routledge. 
Kress, G. (2000b). Multimodality: Challenges to thinking about language. TESOL 
Quarterly, 34, 337-340. doi:10.2307/3587959 
Kress, G. (2003). Literacy in the media age. New York: Routledge. 
Kress, G. (2010). Multimodality: A Social semiotic approach to contemporary 
communication. London: Routledge. 
Kress, G. (2011). 'Partnerships in research': Multimodality and ethnography. 
Qualitative research, 11(3), 239-260. doi:10.1177/1468794111399836 
Kress, G., Jewitt, C., Ogborn, J., & Tsatsarelis, C. (2001). Multimodal teaching and 
learning: Rhetorics of the science classroom. London: Continuum. 
Kress, G., & van Leeuwen, T. (1996). Reading images: The grammar of visual design. 
Abingdon: Routledge. 
Kress, G., & van Leeuwen, T. (2006). Reading images: The grammar of visual design 
(2nd ed.). Abingdon: Routledge. 
236 
 
Kunioshi, N., Noguchi, J., Hayashi, H., & Tojo, K. (2012). An online support site for 
preparation of oral presentations in science and engineering. European Journal 
of Engineering Education, 37, 600-608. doi:10.1080/03043797.2012.733681 
Lackstrom, J., Selinker, L., & Trimble, L. (1973). Technical rhetorical principles and 
grammatical choice. TESOL Quarterly, 7, 127-136. doi:10.2307/3585556 
Lancaster, Z. (2016). Expressing stance in undergraduate writing: Discipline-specific 
and general qualities. Journal of English for Academic Purposes, 23, 16-30. 
doi:https://doi.org/10.1016/j.jeap.2016.05.006 
Lankshear, C., & Knobel, M. (2003). New literacies: Changing knowledge and 
classroom learning. Puckingham: Open University Press. 
Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. 
Cambridge: Cambridge University Press. 
Lea, M. R. (2004). Academic literacies: A pedagogy for course design. Studies in 
Higher Education, 29, 739-756. doi:10.1080/0307507042000287230 
Lea, M. R., & Stierer, B. (2009). Lecturers' everyday writing as professional practice 
in the university as workplace: New insights into academic identities. Studies 
in Higher Education, 34(4), 417-428. doi:10.1080/03075070902771952 
Lea, M. R., & Street, B. V. (1998). Student writing in higher education: An academic 
literacies approach. Studies in Higher Education, 23, 157-172. 
doi:10.1080/03075079812331380364 
Lee, J. J. (2009). Size matters: An exploratory comparison of small- and large-class 
university lecture introductions. English for Specific Purposes, 28, 42-57. 
doi:http://dx.doi.org/10.1016/j.esp.2008.11.001 
Lee, J. J. (2016). “There's intentionality behind it …”: A genre analysis of EAP 
classroom lessons. Journal of English for Academic Purposes, 23, 99-112. 
doi:https://doi.org/10.1016/j.jeap.2015.12.007 
Levy, M., & Kimber, K. (2009). Developing an approach for comparing students' 
multimodal text creations: A case study. Australasian Journal of Educational 
Technology, 25, 489-508.  
Lewis, J., Ritchie, J., Ormston, R., & Morrell, G. (2014). Generalising from 
qualitative research. In J. Ritchie, J. Lewis, C. M. Nicholls, & R. Ormston 
(Eds.), Qualitative research practice: A guide for social science students and 
researchers (2nd ed., pp. 347-366). London: Sage. 
Lillis, T., & Scott, M. (2008). Defining academic literacies research: Issues of 
epistemology, ideology and startegy. Journal of Applied Linguistics, 4, 5-32. 
doi:10.1558/japl.v4i1.5 
Lima, E. F. (2016). Comprehensibility and liveliness in nonnative student oral 
presentations before and after training: A mixed methods study. System, 63, 
121-133. doi:https://doi.org/10.1016/j.system.2016.10.003 
Lin, C. Y. (2015). Seminars and interactive lectures as a community of knowledge co-
construction: The use of modifiers. English for Specific Purposes, 38, 99-108. 
doi:10.1016/j.esp.2015.02.002 
Liton, H. A. (2012). Developing EFL teaching and learning practices in Saudi 
colleges: A review. International Journal of Instruction, 5(2), 129-152.  
Littleton, K., Twiner, A., & Gillen, J. (2010). Instruction as orchestration: Multimodal 
connection building with the interactive whiteboard. Pedagogies: An 
International Journal, 5(2), 130-141. doi:10.1080/15544801003611193 
Long, M. (2005a). Methodological issues in learner needs analysis. In M. Long (Ed.), 




Long, M. (2005b). Overview: A rationale for needs analysis and needs analysis 
research. In M. Long (Ed.), Second language needs analysis (pp. 3-16). 
Cambridge: Cambridge University Press. 
Mackey, A., & Gass, S. M. (2005). Second language research: Methodology and 
design. New York and London: Routledge. 
Mahboob, A., & Elyas, T. (2014). English in the kingdom of Saudi Arabia. World 
Englishes, 33, 128-142. doi:10.1111/weng.12073 
Malcolm, L. (1987). What rules govern tense usage in scientific articles? English for 
Specific Purposes, 6, 31-43. doi:http://dx.doi.org/10.1016/0889-
4906(87)90073-1 
Malinowski, B. (1913). The family among the Australian Aborigines. A sociological 
study. London: University of London Press. 
Mandleco, B. (2013). Research with children as participants: Photo elicitation. 
Journal for Specialists in Pediatric Nursing, 18(1), 78-82. 
doi:10.1111/jspn.12012 
Mansur, S. B., & Shrestha, P. N. (2015). The EAP course design quagmire: Juggling 
the stake holders' perceived needs. In P. N. Shrestha (Ed.), Current 
developments in English for academic and specific purposes: Local 
innovations and global perspectives (pp. 93-113). Reading: Garnet Publishing 
Ltd. 
Marsh, J., & Larson, J. (2005). Making literacy real: Theories and practices for 
learning and teaching. London: Sage. 
Martin, J. R., & Rose, D. (2008). Genre relations: Mapping culture. London: Equinox 
Publishing Ltd. 
Martín, P., Rey-Rocha, J., Burgess, S., & Moreno, A. I. (2014). Publishing research in 
English-language journals: Attitudes, strategies and difficulties of multilingual 
scholars of medicine. Journal of English for Academic Purposes, 16, 57-67. 
doi:10.1016/j.jeap.2014.08.001 
Matthiessen, C. (2007). The multimodal page: A systemic functional exploration. In 
T. D. Royce & W. Bowcher (Eds.), New directions in the analysis of 
multimodal discourse (pp. 1-62). New York: Lawrence Erlbaum. 
Matusiak, K. K. (2013). Image and multimedia resources in an academic environment: 
A qualitative study of students' experiences and literacy practices. Journal of 
the American Society for Information Science and Technology, 64, 1577-1589. 
doi:10.1002/asi.22870 
Mauranen, A., Hynninen, N., & Ranta, E. (2010). English as an academic lingua 
franca: The ELFA project. English for Specific Purposes, 29(3), 183-190. 
doi:https://doi.org/10.1016/j.esp.2009.10.001 
McGrath, L. (2014). Parallel language use in academic and outreach publication: A 
case study of policy and practice. Journal of English for Academic Purposes, 
13, 5-16. doi:10.1016/j.jeap.2013.10.008 
McKay, S. L., & Wong, S-L. C. (1996). Multiple discourses, multiple identities: 
Investment and agency in second-language learning among Chinese adolescent 
immigrant students. Harvard Educational Review, 66(3), 577-609. 
doi:10.17763/haer.66.3.n47r06u264944865 
Miles, M. B., & Huberman, A. M. (1984). Qualitative data analysis: An expanded 
sourcebook (2nd ed.). Sage: Thousand Oaks, CA. 




Molle, D., & Prior, P. (2008). Multimodal genre systems in EAP writing pedagogy: 
Reflecting on a needs analysis. TESOL Quarterly, 42, 541-566. 
doi:10.2307/40264488 
Morell, T. (2015). International conference paper presentations: A multimodal 
analysis to determine effectiveness. English for Specific Purposes, 37, 137-
150. doi:10.1016/j.esp.2014.10.002 
Morita, N. (2000). Discourse socialization through oral classroom activities in a TESL 
graduate program. TESOL Quarterly, 34, 279-310.  
Morton, J. (2009). Genre and disciplinary competence: A case study of 
contextualisation in an academic speech genre. English for Specific Purposes, 
28, 217-229. doi:http://dx.doi.org/10.1016/j.esp.2009.04.005 
Morton, J. (2016). ‘Adjacent worlds’: An analysis of a genre at the intersection of 
academic and professional communities. Journal of English for Academic 
Purposes, 22, 54-63. doi:http://dx.doi.org/10.1016/j.jeap.2016.01.003 
Mousawa, D. T., & Elyas, T. (2015). Presentation as employability soft skill to ESP 
learners in the English Language Institute at King Abdulaziz University. 
Journal of Language Teaching and Research, 6(5), 1058-1062. 
doi:http://dx.doi.org.ezproxy.lancs.ac.uk/10.17507/jltr.0605.19 
Munby, J. (1978). Communicative syllabus design. Cambridge: Cambridge University 
Press. 
Murray, N., & Nallaya, S. (2014). Embedding academic literacies in university 
programme curricula: A case study. Studies in Higher Education, 1-17. 
doi:Doi: 10.1080/03075079.2014.981150 
Mutonyi, H., & Norton, B. (2007). ICT on the margins: Lessons for Ugandan 
education. Language and Education, 21(3), 264-270.  
Nash, J. A. (2016). New curriculum design and teaching methods to enhance course 
performance and increase motivation of Saudi Arabian college students. 
Learning and Teaching in Higher Education: Gulf Perspectives, 13(2), 1-17. 
doi:http://dx.doi.org/10.18538/lthe.v13.n2.235 
Nazim, M., & Hazarika, Z. (2017). Efficacy of ESP in EFL context: A case study of 
Saudi Arabia. Arab World English Journal, 8(1), 145-164.  
Nesi, H., & Gardner, S. (2011). Genres across the disciplines: Student writing in 
higher education. Cambridge: Cambridge University Press. 
Nicholls, C. M., Mills, L., & Kotecha, M. (2014). Observation. In J. Ritchie, J. Lewis, 
& C. M. Nicholls (Eds.), Qualitative research practice: A guide for social 
science students and researchers (pp. 243-268). London: Sage. 
Nickerson, C., & Planken, B. (2009). English for specific business purposes: Written 
business English and the increasing influence of multimodality. In D. Belcher 
(Ed.), English for specific purposes in theory and practice. Ann Arbor, MI: 
University of Michigan Press. 
Norton, B. (2013). Identity and language learning: Extending the conversation (2nd 
ed.). Bristol, UK: Multilingual Matters. 
Norton, B. (2015). Identity, investment, and faces of English internationally. Chinese 
Journal of Applied Linguistics, 38(4), 375-391.  
Norton, B., & Toohey, K. (2011). Identity, language learning and social change. 
Language Teaching, 44(4), 412-446. doi:https://doi-
org.ezproxy.lancs.ac.uk/10.1017/S0261444811000309 
Nygaard, L. P. (2017). Publishing and perishing: An academic literacies framework 




O'Boyle, A. (2014). ‘You’ and ‘I’ in university seminars and spoken learner discourse. 
Journal of English for Academic Purposes, 16, 40-56. 
doi:http://dx.doi.org/10.1016/j.jeap.2014.08.003 
Ormston, R., Spencer, L., Barnard, M., & Snape, D. (2014). The foundations of 
qualitative research. In J. Ritchie, J. Lewis, C. M. Nicholls, & R. Ormston 
(Eds.), Qualitative research practice: A guide for social science students and 
researchers (2nd ed., pp. 1-24). London: Sage. 
Pahl, K., & Rowsell, J. (2006a). Introduction. In K. Pahl & J. Rowsell (Eds.), Travel 
notes from the new literacy studies: Instances of practice (pp. 1-15). Clevedon: 
Multilingual Matters Ltd. 
Pahl, K., & Rowsell, J. (2012). Literacy and education: Understanding the new 
literacy studies in the classroom (2nd ed.). London: Sage. 
Pahl, K., & Rowsell, J. (Eds.). (2006b). Travel notes from the new Literacy studies: 
Instances of practice. Clevedon: Multilingual Matters LTD. 
Paltridge, B. (2002). Thesis and dissertation writing: An examination of published 
advice and actual practice. English for Specific Purposes, 21, 125-143. 
doi:http://dx.doi.org/10.1016/S0889-4906(00)00025-9 
Paltridge, B. (2013). Genre and English for specific purposes. In B. Paltridge & S. 
Starfield (Eds.), The handbook of English for specific purposes (pp. 347-366). 
Malden, MA: Wiley-Blackwell. 
Paltridge, B., & Starfield, S. (2013). ESP and language skills. In B. Paltridge & S. 
Starfield (Eds.), The handbook of English for specific purposes (pp. 31-33). 
Malden, MA: Wiley-Blackwell. 
Papen, U. (2005). Adult literacy as social practice: More than skills. London: 
Routledge. 
Parkinson, J. (2013). English for science and technology. In B. Paltridge & S. 
Starfield (Eds.), The handbook of English for specific purposes (pp. 155-173). 
Malden, MA: Wiley-Blackwell. 
Patton, M. Q. (2002). Two decades of developments in qualitative inquiry: A 
personal, experiential perspective. Qualitative Social Work, 1, 261-283. 
doi:10.1177/1473325002001003636 
Paxton, M., & Frith, V. (2014). Implications of academic literacies research for 
knowledge making and curriculum design. Higher Education, 67, 171-182. 
doi:10.1007/s10734-013-9675-z 
Peirce, B. N. (1995). Social identity, investment, and language learning. TESOL 
Quarterly, 29, 9-31. doi:10.2307/3587803 
Preece, S. (2009). Multilingual identities in higher education: Negotiating the ‘mother 
tongue’, ‘posh’ and ‘slang’. Language and Education, 24(1), 21-39. 
doi:10.1080/09500780903194036 
Preece, S. (2018). Identity work in the academic writing classroom: Where gender 
meets social class. Journal of English for Academic Purposes, 32, 9-20. 
doi:10.1016/j.jeap.2018.03.004 
Prior, P. (2009). From speech genres to multimodal genre systems: Bakhtin, 
Voloshinov, and the question of writing. In C. Bazerman, A. Bonini, & D. 
Figueiredo (Eds.), Genre in a changing world. West Lafayette, IN: Parlor 
Press. 
Prior, P. (2013). Mutlimodality and ESP research. In B. Paltridge & S. Starfield 




Querol-Julián, M., & Fortanet-Gómez, I. (2012). Multimodal evaluation in academic 
discussion sessions: How do presenters act and react? English for Specific 
Purposes, 31, 271-283. doi:http://dx.doi.org/10.1016/j.esp.2012.06.001 
Ramani, E., Chacko, T., Singh, S. J., & Glendinning, E. H. (1988). An ethnographic 
approach to syllabus design: A case study of the Indian Institute of Science, 
Bangalore. English for Specific Purposes, 7, 81-90. 
doi:http://dx.doi.org/10.1016/0889-4906(88)90026-9 
Richards, J. C., & Schmidt, R. (2010). Longman dictionary of language teaching and 
applied linguistics. New York: Pearson Education. 
Richards, K. (2009). Interviews. In J. Heigham & R. A. Croker (Eds.), Qualitative 
research in applied linguistics: A practical introduction (pp. 182-199). New 
York: Palgrave Macmillan. 
Richards, K., & Pilcher, N. (2018). Academic literacies: The word is not Enough. 
Teaching in Higher Education, 23(2), 162-177. 
doi:10.1080/13562517.2017.1360270 
Richards, K., Ross, S., & Seedhouse, P. (2012). Research methods for applied 
language studies: An advanced resource book for students. New York and 
London: Routledge.  
Richterich, R., & Chancerel, J.-L. (1980). Identifying the needs of adults learning a 
foreign language. Oxford: Pergamon Press. 
Robinson, P. C. (1991). ESP today: A practitioner's guide. New York: Prentice Hall. 
Robson, C. (1993). Real world research: A resource for social scientists and 
practitioner researchers. Oxford: Blackwell. 
Roozen, K. (2009). "Fan Fic-ing" English studies: A case study exploring the 
interplay of vernacular literacies and disciplinary engagement. Research in the 
Teaching of English, 44, 136-169. doi:10.2307/27784355 
Roth, W.-M. (2000). From gesture to scientific language. Journal of Pragmatics, 
32(11), 1683-1714. doi:https://doi.org/10.1016/S0378-2166(99)00115-0 
Rowley-Jolivet, E. (2002). Visual discourse in scientific conference papers: A genre-
based study. English for Specific Purposes, 21, 19-40. 
doi:http://dx.doi.org/10.1016/S0889-4906(00)00024-7 
Rowley-Jolivet, E. (2004). Different visions, different visuals: A social semiotic 
analysis of field-specific visual composition in scientific conference 
presentations. Visual Communication, 3, 145-175. 
doi:10.1177/147035704043038 
Royce, T. (2002). Multimodality in the TESOL classroom: Exploring visual-verbal 
synergy. TESOL Quarterly, 36, 191-205. doi:10.2307/3588330 
Saldaña, J. (2013). The coding manual for qualitative researchers (2 ed.). London: 
Sage. 
Samraj, B. (2008). A discourse analysis of master's theses across disciplines with a 
focus on introductions. Journal of English for Academic Purposes, 7, 55-67. 
doi:http://dx.doi.org/10.1016/j.jeap.2008.02.005 
Santos, H. P. O., Black, A. M., & Sandelowski, M. (2015). Timing of translation in 
cross-language qualitative research. Qualitative Health Research, 25(1), 134-
144. doi:10.1177/1049732314549603 
Sawaki, T. (2014). On the function of stance-neutral formulations: Apparent neutrality 
as a powerful stance constructing resource. Journal of English for Academic 
Purposes, 16, 81-92. doi:http://dx.doi.org/10.1016/j.jeap.2014.10.001 
Schram, T. (2006). Conceptualizing and proposing qualitative research (2nd ed.). 
Upper Saddle River, NJ: Pearson Education, Inc. 
241 
 
Scribner, S., & Cole, M. (1981). The Psychology of literacy. Cambridge: Harvard 
University Press. 
Selinker, L., Trimble, R. M. T., & Trimble, L. (1976). Presuppositional rhetorical 
information in EST discourse. TESOL Quarterly, 10, 281-290. 
doi:10.2307/3585704 
Shalom, C. (1993). Established and evolving spoken research process genres: Plenary 
lecture and poster session discussions at academic conferences. English for 
Specific Purposes, 12, 37-50. doi:http://dx.doi.org/10.1016/0889-
4906(93)90026-K 
Shipka, J. (2013). Including, but not limited to, the digital: Composing multimodal 
texts. In T. Bowen & C. Whithaus (Eds.), Multimodal literacies and emergent 
genres (pp. 73-89). Pittsburgh: University of Pittsburgh Press. 
Silverman, D. (2014). Interpreting qualitative data (5th ed.). London: Sage 
Publications, Ltd. 
Simons, H. (2009). Case study research in practice. London: Sage Publications Ltd. 
Skilton-Sylvester, E. (2002). Should I stay or should I go? Investigating Cambodian 
women's participation and investment in adult ESL programs. Adult Education 
Quarterly, 53(1), 9-26.  
Smith, D. A. (1984). Medical discourse: Aspects of author's comment. The ESP 
Journal, 3, 25-36. doi:http://dx.doi.org/10.1016/0272-2380(84)90004-0 
Smith, L., & Abouammoh, A. (Eds.). (2013). Higher education in Saudi Arabia: 
Achievements, challenges and opportunities. New York and London: Springer. 
Spack, R. (1997). The acquisition of academic literacy in a second language: A 
longitudinal case study. Written Communication, 14, 3-62. 
doi:10.1177/0741088397014001001 
Spencer, L., Ritchie, J., O'Connor, W., Morrell, G., & Ormston, R. (2014). Analysis in 
practice. In J. Ritchie, J. Lewis, & C. M. Nicholls (Eds.), Qualitative research 
practice: A guide for social science and researchers (2nd ed., pp. 295-345). 
London: Sage. 
Spencer, L., Ritchie, J., Ormston, R., O'Connor, W., & Barnard, M. (2014). Analysis: 
principles and processes. In J. Ritchie, J. Lewis, C. M. Nicholls, & R. Ormston 
(Eds.), Qualitative research practice: A guide for social science students and 
researchers (2nd ed., pp. 269-293). London: Sage. 
Spradley, J. P. (1980). Participant observation. New York: Holt, Rinehart and 
Winston. 
Stake, R. E. (1998). Case studies. In N. K. Denzin & Y. S. Lincoln (Eds.), Strategies 
of qualitative inquiry (pp. 86-109). Thousands Oaks: Sage Publications. 
Starfield, S. (2004). Why does this feel empowering? Thesis writing, concordancing 
and the "corporatising" university. In B. Norton & K. Toohey (Eds.), Critical 
pedagogies and language learning (pp. 138-157). Cambridge: Cambridge 
University Press. 
Starfield, S. (2010). Ethnographies. In B. Paltridge & A. Phakiti (Eds.), Continuum 
companion to research methods in applied linguistics (pp. 50-65). London: 
Continuum International Publishing Group. 
Stewart, A. (2014). Case study. In J. Mills & M. Birks (Eds.), Qualitative 
methodology: A practical guide (pp. 145-159). London: Sage. 
Stoller, F. (2001). The curriculum renewal process in English for academic purposes. 
In J. Flowerdew & M. Peacock (Eds.), Research perspectives on English for 
academic purposes (pp. 208-224). Cambridge: Cambridge University Press. 
242 
 
Street, B. V. (1984). Literacy in theory and practice. New York: Cambridge 
University Press. 
Street, B. V. (1993). Introduction. In B. V. Street (Ed.), Cross-cultural approaches to 
literacy (pp. 1-24). Cambridge: Cambridge University Press. 
Street, B. V. (1995). Social literacies: Critical approaches to literacy in development, 
ethnography and education. London and New York: Longman. 
Street, B. V., & Lefstein, A. (2007). Literacy: An advanced reosurce book. New York: 
Routledge. 
Street, B., & Leung, C. (2010). Sociolinguistics, language teaching and new literacies 
studies. In N. H. Hornberger & S. L. McKay (Eds.), Sociolinguistics and 
language education (pp. 290-316). Bristol: Multilingual Matters. 
Swales, J. (1990). Genre analysis: English in academic and research settings. 
Cambridge: Cambridge University Press. 
Swales, J. (2004). Research genres: Explorations and applications. Cambridge: 
Cambridge University Press. 
Swales, J., & Feak, C. B. (1994). Academic writing for graduate students: A course 
for nonnative speakers of English. Ann Arbor, MI: University of Michigan 
Press. 
Swales, J., & Lindemann, S. (2002). Teaching the literature review to international 
graduate students. In A. M. Johns (Ed.), Genre in the classroom: Multiple 
perspectives (pp. 105-120). Mahwah, NJ: Laurence Erlbaum. 
Tang, K. S. (2013). Instantiation of multimodal semiotic systems in science classroom 
discourse. Language Sciences, 37, 22-35. 
doi:http://doi.org/10.1016/j.langsci.2012.08.003 
Tang, R. (2012). Academic writing in a second or foreign language. London: 
Continuum. 
Tardy, C. M. (2005). Expressions of disciplinarity and individuality in a multimodal 
genre. Computers and Composition, 22, 319-336. 
doi:http://dx.doi.org/10.1016/j.compcom.2005.05.004 
Tardy, C. M., & Swales, J. M. (2014). Genre analysis. In K. P. Schneider & A. Barron 
(Eds.), Pragmatics of discourse (pp. 165-188). Berlin: Walter de Gruyter 
Gmbh. 
Temple, B., & Young, A. (2004). Qualitative research and translation dilemmas. 
Qualitative Research, 4(2). doi:178 
Thesen, L. (2001). Modes, literacies and power: A university case study. Language 
and Education, 15, 132-145. doi:10.1080/09500780108666806 
Thomas, G. (2011). How to do your case study: A guide for students and researchers. 
London: Sage Publications. 
Tracy, S. J. (2010). Qualitative quality: Eight “Big-Tent” criteria for excellent 
qualitative research. Qualitative Inquiry, 16, 837-851. 
doi:10.1177/1077800410383121 
Tuck, J. (2012). Feedback-Giving as social practice: Teachers' perspectives on 
feedback as institutional requirement, work and dialogue. Teaching in Higher 
Education, 17(2), 209-221. doi:10.1080/13562517.2011.611870 
urRahman, M. M., & Alhaisoni, E. (2013). Teaching English in Saudi Arabia: 
Prospects and challenges. Academic Research International, 4(1), 112-118.  
van Leeuwen, T. (2005). Introducing social semiotics. New York: Routledge. 
Walford, G. (2009). The practice of writing ethnographic fieldnotes. Ethnography and 
Education, 4(2), 117-130. doi:10.1080/17457820902972713 
243 
 
Watson-Gegeo, K. A. (1988). Ethnography in ESL: Defining the essentials. TESOL 
Quarterly, 22(4), 575–592. doi:10.2307/3587257 
Webber, P. (2005). Interactive features in medical conference monologue. English for 
Specific Purposes, 24(2), 157-181. 
doi:http://dx.doi.org/10.1016/j.esp.2004.02.003 
Weiss, R. (2014). Multimodality and medicine: Designing for social futures. In A. 
Archer & D. Newfield (Eds.), Multimodal approaches to research and 
pedagogy: Recognition, resources and access (pp. 153-173). New York and 
London: Routledge. 
Wenger, E. (1998). Communities of practice: Learning, meaning, and identity. New 
York: Cambridge University Press. 
Wenger, E. (2000). Communities of practice and social learning systems. 
Organization, 7, 225-246. doi:10.1177/135050840072002 
West, R. (1994). Needs analysis in language teaching. Language Teaching, 27, 1-19. 
doi:doi:10.1017/S0261444800007527 
Widdowson, H. (1981). English for specific purposes: Criteria for course design. In L. 
Trimble, L. Selinker, E. Tarone, & V. E. Hanzeli (Eds.), English for academic 
and technical purposes: Studies in honor of Louis Trimble (pp. 1-11). Rowley, 
MA: Newbury House. 
Wingate, U., & Tribble, C. (2012). The Best of both worlds? Towards an English for 
academic purposes/academic literacies writing pedagogy. Studies in Higher 
Education, 37(4), 481-495. doi:10.1080/03075079.2010.525630 
Wozniak, S. (2010). Language needs analysis from a perspective of international 
professional mobility: The case of French mountain guides. English for 
Specific Purposes, 29, 243-252. 
doi:http://dx.doi.org/10.1016/j.esp.2010.06.001 
Yin, R. K. (2003). Case study research: Design and methods. London: Sage 
Publications. 
Zappa-Hollman, S. (2007). Academic presentations across post-secondary contexts: 
The discourse socialization of non-native English speakers. The Canadian 
Modern Language Review, 63, 455-485. 
doi:http://dx.doi.org/10.3138/cmlr.63.4.455 
Zareva, A. (2011a). ‘And so that was it’: Linking adverbials in student academic 
presentations. RELC Journal, 42, 5-15. doi:10.1177/0033688210390664 
Zareva, A. (2011b). International graduate student PowerPoint presentation designs: A 
reality check. International Journal of Innovation and Learning, 9, 127-144. 
doi:doi:10.1504/IJIL.2011.038540 
Zareva, A. (2016). Multi-word verbs in student academic presentations. Journal of 
English for Academic Purposes, 23 (Supplement C), 83-98. 
doi:https://doi.org/10.1016/j.jeap.2016.07.001 
Zhao, S., Djonov, E., & Van Leeuwen, T. (2014). Semiotic technology and practice: A 
multimodal social semiotic approach to PowerPoint. Text & Talk, 34(3), 349-
375. doi:10.1515/text-2014-0005 
Zhao, S., & Van Leeuwen, T. (2013). Understanding semiotic technology in 
university classrooms: A social semiotic approach to PowerPoint-assisted 










Appendix A  
















Appendix B  



































1. Describe Pharmacy Seminars 2 for me. 
2. What is the difference between Pharmacy Seminars 1 and Pharmacy Seminars 2?  
3. How do you start preparing for your presentation? 
4. Where do you get your information from? 
5. Can you tell me how you made your slideshow? 
6. What was the most challenging aspect of making your seminar presentation?  
7. What type of feedback do you give to other students during the practice session? 
8. How do you prepare your speech? 
9. How do you choose your topic? 
10. What do you think about your colleagues’ presentations?  
11. What kind of feedback did you receive from the teacher? 
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Appendix O  






       
 
 
        
 
     Boxes of 
handouts 
 







      Front and back 
door open      
into the same 
corridor in the 










Interview Transcription Conventions 
 
(x) 
An ‘x’ within single round brackets indicates an 
unclear word in the recording that was hard to 
recognize while transcribing. The number of (x)s 
indicates the number of unclear words.  
Bold 
Bold font is used to indicate a word that was spoken 
in English in the interviewee’s original talk.  
“    ” 
Speech marks indicate direct speech reported in 
interviewee’s talk.  
((  )) 
Transcriber’s descriptions are shown within double 
round brackets.  
(…………) 
A longer series of full stops between round brackets 
indicates that some of the interviewee’s talk has been 
removed from the extracted transcript due to 
irrelevance to the point under discussion.  
(.) 
A full stop between single round brackets is used to 
indicate a short pause. 
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Lamar’s Slideshow 
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Appendix R 
 
Layla’s Slideshow 
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